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PREFACE

What other life period is shrouded in as much mystery and myth as adoles-
cence? Surely, part of the reason is that our remarkable physical metamor-
phosis from infertile child to fertile adult occurs during thistime. It is not
easy for young people and the adults who care about them to make sense of
the myriad changes that occur while "coming of age," not only in body, but

also in mind, spirit, and behavior.

The popular media often portray adolescents as collections of deficits-

lazy, uncooperative, rude, obnoxious, even dangerous. Those willing to ook
beyond the stereotypical adolescent "attitude problem™ are likely to encoun-
ter someone searching for his or her place in society and a primeval yearning
for independence and self-regulation. The more we learn about adol escents
as active participants in their own development, the better able we are to as-

sist them through this bumpiest of life stages.

An excellent way to understand adolescents is to become familiar with

the extensive research literature on adolescent devel opment and the inge-
nious theories that attempt to organize and summarize research findings. An-
other way isto live or work with adolescents; to get to know them as clever,
witty, skeptical young men and women waiting not so patiently for their turn
to "bein charge." Part of my interest in thistime of life stems from the joy of
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raising two adolescents, who at this writing are ages 16 and 21. (Truth-in-
advertising: My 16-year-old son tells me that | know nothing about teen-
agers--ouch!). My curiosity also reflects two and a half decades of teaching
child and adolescent psychology, and my years of work as afamily therapist
and textbook author (Jaffe, 1997). In these roles and in this book, | try to un-
derstand the strong bonds that keep families together and the occasional
breakdowns in communication and trust between parent and child.

Writing about adolescents (or members of any group) can be frustrating
because at the same time that we emphasize their diversity (no two are alike)
we must also view and characterize them as members of groups. Imagine a
textbook that consisted of an exhaustive case study of just one unlucky ado-
lescent. And how much of what we would learn about this overly examined
individual would apply to other young people? Although social scientists try
to understand people both as individuals and as members of groups, when

\Y;
Vi

we characterize any group (e.g., 14-year-olds, high school seniors, Native-
Americans, virgins, underachievers), we almost certainly are overgeneraliz-

ing. When the available research literature allows, | try to shed light on indi-
vidual, gender, and cultural differencesin development as well as the enormous
diversity we observe within each gender, cultural group, and even individual.

In addition to surveying and summarizing current research and theory in
adolescent development, | have tried to capture in these pages alittle of the
subjective side of adolescent life-what it feelslike to be an adolescent today .
If what you read in these pagesrings at al true to your own experiences, |
will consider my efforts to be successful.

FEATURES

Study aids in each chapter are included to promote interest, learning, and re-
tention. Chapters begin with preview questions that highlight the main topics
or issues of the chapter and with disclosures, quotes from adolescents that
get right to the heart of a chapter's contents. Most selections of the text begin
with a study question (or chapter heading in the form of a question) that can
be answered by reading the section. Thought questions can be found
throughout each chapter, helping students integrate what they are learning
with what they already know. Most chapters have Spotlights and Boxes fea-
turing supplementary information. Each chapter ends with a numbered sum-
mary, a glossary containing definitions of key terms, additional thought
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questions, and a multiple choice self-test. Answers to the self-test questions
are located at the end of the text. The last chapter isfollowed by an Epilogue
that reviews the main themes of this textbook. Students might want to peruse
the Epilogue first to behold the adolescent forest before examining the indi-
vidual trees. An Instructor's Manual, which includes test items, is available.

OVERVIEW OF CONTENTS

Chapter 1 provides an introduction to the topic of adolescent development.
Who are adolescents, why do we study them, how are they perceived by

adult society, and how were "youth" viewed and treated by our ancestors?
Chapter 2 reviews influential theories that attempt to summarize and make
sense of what we think we know about this life period. Understanding ado-
lescence is not asimple task, given the vast number of biological, social, emo-
tional, and cultural factors that affect human development and the waysin
which they interact. Chapter 3 addresses physical growth and devel opment.
How do adolescents change during puberty and what do these changes mean
to them, their family members, and friends?

In Chapter 4, we examine cognitive development. How do adol escents
think and reason and what do they think and reason about? Chapter 5 con-
siders moral development in adolescence-coming to understand the differ-
ence between right and wrong. In Chapter 6, we turn our attention to adoles-
cent identity, self-concept, and self-esteem. How do adol escents see
themselves and what do they think and feel about what they see? Chapter 7
presents adol escents in the context of family life-balancing the desire to stay
connected to parents with the need to become "your own person.”

vii

Chapter 8 views adolescentsin asocia context, as friends and acquain-
tances. How does popular culture influence adolescents and vice versa? In
Chapters 9 and 10, we explore many different facets of adolescent sexuality,
romance, and intimacy. Topics include sexual orientation, dating, sexual be-
havior, sex education, and the potential hazards of careless sexual activity.

Chapter 11 addresses the topics of schooling and achievement. How do

adol escents manage the most important role that they are assigned during

the preadult years, that of student? Chapter 12 considers one of the most in-
timidating questions facing adolescents-How will | earn aliving? Chapter

13 explores the problems of adolescentsin crisis. Although most adol escents
adjust well to the changes and transitions of the teenage years, a significant
number suffer from disorders that require intervention from family members
or members of the community. The Epilogue reviews the main themes of this
textbook. The Appendix provides a comprehensive account of the methods
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that researchers use to observe and understand adol escent behavior and de-
velopment. Instructors can assign reading of the Appendix at the time that
they discuss research methodology in class.

| gratefully acknowledge the following colleagues who thoughtfully re-
viewed the manuscript for this text:

Patrick T. DeBoli, St John'sUniversity  Alan Keniston, University of Wisconsin-
Lee B. Ross, Frostburg State University  Eau Claire
Nancy E. Meek, The University of Kansas  Lori F. W. Wynters, Greenfield

Medical Center Community College

Roslyn Mass, Middlesex County College John J. Mirich, Metropolitan State College
Stephen S. Coccia, Orange County Lee K. Hildman, University of Southern
Community College Mississippi

Gene V. Elliott, Rowan College of Karen L. Salley, Southern Oregon State

NJ College

Thomas R. Sommerkamp, Central Robert E. Schell, State University of New
Missouri State University Y ork-Oswego

Thomas S. Parish, Kansas State John L. McManus, Eastern Michigan
University University

Bernard Rosenthal, Western CT State Jennifer Connolly, Y ork University,
University Ontario Canada

Michael L. Jaffe

When we were looking for a cover for this text, we wanted a photo image
that captures the energy and excitement of adolescence. One of our editors
brought us the photograph that appears on the cover. This photo is part of
the From the Hip Collection. From the Hip is a nonprofit youth program
headquartered in Durham, North Carolina. This group asked over 100 young
photographers, "Does the public know who young people are?' A number of
remarkabl e photos resulted, which are distributed nationally through a pro-
fessional photo bank. We felt that the question asked of this group of photog-
raphers is the same question that the author of thistext istrying to help his
readers answer: Who are these young people we live and work with? We are
pleased that the proceeds from our use of the photo will be used to support
an organization that empowers adolescents as they navigate their way
through this remarkable life stage.

Ellen Schatz, Psychology Editor
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1. How will you benefit from the study of adolescence?

2. Does research support or contradict common stereotypes of
adolescents?

3. How might certain characteristics of adolescents, such astheir al-
leged "attitude problem"” or their strong orientation to peers, re-
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Isan adult?
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Disclosures

"How do | feel about being 187" | kind of like it and kind of didlikeit. | feel mature at 18 but | aways
want to be older. That's how most teenagers think. Y ou can't wait until you're 21. For my age, I'm hav-
ing a good time--hanging out with my friends and going to clubs. | like to be stupid at times and do
little kid things. People expect, 'cause you're 18, you're mature now, you have responsibilities. That gets

in the way of the child inside of you." (18-year-old girl)

"I like being bigger--1 don't get picked on--sometimes it's good, sometimes it's bad. | fitin. | havea
lot of friends. | don't like shaving. It's a pain in the butt and cuts your face up. It doesn't bother me at

file:/I/E|/0-471-57190-3.TXT (16 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

al. It'sjust one of those things. It's gonna happen sooner or later. It happensto everyone."
(17-year-old boy, 6 foot 3, 230 pounds, brown hair, brown eyes,
"pretty average person,” so he says)

"Thefirst thing they gottarealize, they can't make kids do anything. Actualy, if you tell them not to
doit, they're going to do it. Kids rebel against things." (17-year-old girl, quoted by Verhovek, 1995, p, 24)
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Paul wanted to go to a party in Summit tonight, but he surprised me when he
accepted my 'no.' | said he had a hockey game which wouldn't be over until 10
P.M. and | thought that was too late to go out. | also said | thought he had been
out enough this week. For the first time in his teenage years, Paul did not ar-
gue with me about this. He came home from his hockey game, called agirl
from town, went over to her house, and was home at about midnight.

In the afternoon, before the game, he studied and worked on college

boards. When | asked him why he is accepting our concern about all of his ex-
tracurricular activities, he said that we were probably right. He couldn't forget
that getting into agood college was hisfirst priority thisyear. This new focus
on what he must do in the present to prepare for the future is amazing. As
we're learning in class, Piaget claimsthat thisis an element of formal opera-
tional thinking. | wonder if it will continue, or if it will be like al the other
growth stages--two steps forward and at least one step back. Paul seemstorn
between the commitment he wants to make and his ability to carry out the
steps necessary to realize it.

(From the journal of the mother of this 17-year-old boy)

This entry from the journal of a parent enrolled in my adolescent psychology
course captures an exciting and unexpected moment in her parenting history.
Something seems to have "clicked" in her son's personality. He is taking care of
his business, not to avoid an argument with his mother (she assumes), but be-
cause heisthinking about hisfuture. In her eyes, he is beginning to take his

3

plans for the future more serioudly, acting in ways that might fulfill his personal
goals. Paul's actions, to some extent, relieve his mother of that responsibility.
Many parents recognize similar moments when something clicks, when children
begin to take their lives into their own hands.

Perhaps you, the reader, have recently "come of age" and are embarked on a

new and equally challenging period of life: young adulthood. From this more
seasoned vantage point, take a moment to look back over the past 10 or so years
of your life. What do you remember about your own bodily changes? How did
you feel when you first realized that your body was growing and developing?
Did your development begin before that of your closest friends, at about the
same time, or afterward? Did you feel normal or different from your peers? Were
you proud of or embarrassed by what you saw in the mirror?

Can you recall how your relationships changed during early adolescence?
Was there better communication with family members or more arguing? Do you
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remember occasionally feeling moody, alienated, or confused? If so, who did you
talk to about these uncomfortable feelings? Did you discuss them with your par-
ents or friends or keep them to yourself?

Do you recall having romantic or sexual feelings that you dared not express

to anyone? As ayoung adolescent, did you have any sense of who you were, of
who you wanted to be, or of where you fit in? Finally, was there something like a
moment of awakening when you realized that, at least in your own eyes, you
weren't exactly a child anymore?

In thistext, we raise many questions about those we call adolescents, includ-

ing the following: How do they see themselves? How do they spend their time?
What are their goals and aspirations? What types of life tasks are they working
on? What are their major problems and concerns. Perhaps the biggest obstacle we
face in answering these questions is the existence of individual differences

(Scarr, 1992). Adolescents are so different from each other in so many ways-
physically, socially, intellectually, emotionally-that amost any generalization

we make can be challenged as simplistic or misguided. The very diversity that
makes adol escents as a group so interesting to study keeps us on our toes when
we are tempted to paint broad strokes when finer points are called for.

One additional word of caution. Life does not begin at adolescence. Some of

you have completed developmental courses such as those in child psychology or
adult psychology. What you have learned in these courses may help you to un-
derstand how adolescence fitsinto the rest of the life span. There is an old saying:
"The child isthe father to the man." What we go through in each life period sets
the stage for what isto follow. Thisideais at the core of developmental

psychology.

The main theme of this introductory chapter can be stated in the form of an
intriguing question: Does adolescence really exist as a unique stage of thelife
span? There is overwhelming evidence that teenagers exist (Palladino, 1996), but
some theorists claim that the modern idea of adolescence arose in the late 19th

4

century as away of justifying the restrictions and expectations that adults impose
on young people today. Are those whom we call adolescents really different from
younger children and adults or are they just some strange amalgamation of the
two? The quotes that begin this chapter demonstrate that adolescents themselves
aren't very clear about their statusin society. And if thereredlly isadistinctive
stage of life called adolescence, doesits form vary from culture to culture and
from one erato the next (Riley, 1993)?

In pursuit of answers to these questions, we begin by considering why it
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might be worth our while to study adolescent development. To gain some histori-
cal perspective, we then explore how young people (referred to as youth by our
ancestors) were viewed and treated in the past. We return to this chapter's main
theme by considering whether our current view of adolescence isamodern in-
vention or adiscovery of something that has always existed but was never recog-
nized. Midway in this chapter, we address the issue of who is and who is not an
adolescent. Finally, we look at how adolescents live today, emphasizing the joys
and opportunities of adolescent life and the problems and issues many young
people face.

Subsequent chapters of this text will shed

light on many other topics-what happens
when children's bodies transform into adultlike
bodies, how young people grapple with family
relationships, and why young people think
and act as they do. Along the way, use your
recollections of your own adolescent experi-
ences and your current encounters with

young people as away of connecting the
material in this text to your understanding

of the fascinating period of life you are

about to study.

WHY STUDY ADOLESCENCE?

Adolescents are different from other age groups physically, cognitively, so-
cialy, and emotionally (Graber & Brooks-Gunn, 1996; Hoff man, 1996; Scheer,
Unger, & Brown, 1996). Like all people, they deserve special appreciation and
understanding. Adults who work with or teach adolescents but who remain
uninformed about adolescent development increase the risk that their efforts
will fail.

| study adolescence partly because the knowledge | gain helps measa
therapist, as an educator, and as a parent. Teachers, coaches, counselors, social
workers, people employed in the juvenile justice system, and others who work
closely with young people can do a better job when they have good information
about the young people they serve. Media portrayals of adolescents generally
are of little use. They can mislead us into seeing adol escents stereotypically-

5
Why Study Adolescence?
as alienated, obnoxious, spoiled, and lazy (Snyder, 1995). (See Spotlight - Stereo-

typing Adolescents, pp. 6-10.)
Asafamily therapist, | find working with adolescents intriguing. My typ-
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ical adolescent client is not self-referred but is usually brought in by a concerned
parent. At the first meeting, many adolescents are guarded and distrustful,
probably feeling uncomfortable about having to see a"shrink™ (Y oung, An-
derson, & Steinbrecher, 1995). No small number feel misunderstood, blamed,
or mistreated by adults (perhaps that's one reason they are in counseling).
Many have low self-esteem and feel lonely, depressed, or anxious. Some tell
me that their parents or teachers hate them or that adults do not take their
concerns seriously.

Realizing that many teenagers are wary of authority figures and assume

that therapists are in cahoots with their parents, | try not to come on too strong.
Through my work with young people and my study of adolescent psychology,

| have learned that it takes time to establish rapport, earn trust, and persuade
adolescents to participate in assessment and treatment (Y oung et al., 1995).
Eventually, most let down their guard and discuss the obstacles that they en-
counter in becoming more independent while trying to stay in touch, emotion-
aly and socialy, with their family members and friends.

As aparent, my knowledge of adolescent development helps me maintain

a sympathetic stance when my own children test the limits that my wife and |
place on their behavior. When my older son came home one day (at age 16)
with a pierced ear and an earring, our immediate response was not congratu-
latory. However, seeing his behavior as a statement about who he felt he was
at that moment (and remembering my own shoulder-length hair in the mid-
1960s and my parents' less than supportive reaction) helped me to understand
and come to terms with his daring deed. Interest in the adolescent point of view
enables parents to stay dose to their children even when they are correcting their
behavior or disagreeing with their opinions.

Researchers study adolescence mainly to gain knowledge. They may be
interested in why adolescents begin to smoke cigarettes, why so many sexually
active adolescents take few if any precautions to avoid unwanted pregnancy,
or why some adolescents excel academically while others struggle or drop out
of school. Lois Hoffman (1996) suggests that the recent rebirth of interest in
adolescent development partly reflects the belief that adol escents are respon-
sible for (or victims of) a disproportionate share of today's social problems. She
mentions as examples crime, substance abuse, unwanted pregnancies, eating
disorders, and depression. The knowledge we derive from research has prac-
tical value in helping us understand and address adolescent problems. It also
hel ps those of us who work with and serve adolescents to get along better with
them, devise effective programs to encourage prosocial behavior, and design
educational materials that are stimulating and challenging. A discussion of the
methods that researchers use to study adolescent development and some very
Interesting examples of adolescent research (including an explicit account of
sexual awakening) can be found in the Appendix.

In this century, adolescence has been described as atransition stage be-

tween childhood and adulthood and as a period of preparation and training
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6

The knowledge that we gain
from developmental research
often has practical value for
those who work or live with
young people.

for adult living (Graber & Brooks-Gunn, 1996). Because it comes between child-
hood and adulthood, adolescence provides researchers with an excellent van-
tage point for looking back and looking forward, that is, studying how adoles-
cent development reflects earlier life experiences and foretells adult outcomes.
More than childhood, adolescence is the time when adult life paths are set in
motion. Understanding life course trajectories (how we change over time) is the main
goal of developmental psychology (Huffman, 1996).

Although belief in the importance of early experience led developmental
researchers to focus on early childhood for much of this century, knowledge of
adolescence and adulthood furthers our understanding of human development
and personality. The ideathat adolescence is atransition stage (actually, itisa
series of transitions) is a useful perspective, but adolescence also is a unique
period of life, worthy of study in its own right (Stattin, 1995).

Thought Question: Adolescents frequently are viewed as having an "atti-

tude problem." How might a better understanding of the heightened pressures

of early adolescence help parents and teachers treat young people more
sensitively?

OF THE SPOTLIGHT - Stereotyping Adolescents

One of the reasons today's adolescents are out of control is that they demand con-
stant stimulation and have never been disciplined to defer satisfaction.

(Excerpt from aletter to The New Y ork Times,

January 27,1994)

7
Why Study Adolescence?

Are adolescentsreally "out of control”? Do they really demand constant
stimulation? Stereotypical depictions of adplescents are not new. Many are
found in English literature from Chaucer to Dickens (Violato & Wiley,
1990). William Shakespeare, for example, in his play Romeo and Juliet, de-
picted youth as passionate, irresponsible, impulsive, and self-destructive. In
anational survey of adults released in 1997, two-thirds of the adults applied
adjectives such as rude, wild, and irresponsible when asked to describe teen-
agers (Applebome, 1997¢). Modern dramatic depictionson TV and in mov-
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Ies perpetuate this view.

A stereotypeis an overgeneralized way of portraying members of a

given group (Hilton & von Hippel, 1996; Judd, Park, Ryan, Brauer, & Kraus,
1995). When we stereotype a group (e.g., women drivers), we imply that all
members of the group share common characteristics (Krueger, 1996). Stereo-
types generally are unflattering, misguided, and resistant to change (Brooks-
Gunn & Petersen, 1984). Gender and racial stereotypes sometimes are ac-
cepted by members of the targeted group (Alfieri, Ruble, & Higgins, 1996),
who, as aresult, may "freeze up" in challenging situations where they

would otherwise perform well (DeAngelis, 1996a; Steele, 1992). In other
words, being stereotyped puts pressure on people to disprove the

stereotype.

8

Albert Bandura (1964) suggested that a self-fulfilling prophecy plays a

role in adolescent development. If a society believes that adolescents are ob-
noxious, rebellious, and out of control, and if thisimage isreinforced in the
media, some young people will identify with these qualities or at least ac-
cept them (Snyder, 1995). According to one high school freshman, "Some
[stereotypes] are true, some aren't. | can be obnoxious at times, secretive-
you want to be to yourself. All teenagers are rebellious because they're all
trying new things, experimenting with different things." Although news re-
ports and films paint a not-so-appealing picture of modern teenagers, there
IS evidence that most adolescents view themselves redlistically (Falchikov,
1989).

Do the young people you know conform to the stereotypes of adoles-
centslisted in Table 1-1? The first problem with these characterizationsis
that they imply that all adolescents are alike. Were you just like your
friends during adolescence? Did you and your peers share exactly the same
personal qualities? Or were you agroup of individuals, diverse in mood,
mannerisms, opinions, aspirations, and prejudices? One of the most glaring
errors we commit when we broadly characterize members of any group
(e.g., "jocks") isto overlook the considerable diversity among group
members.

A second problem with overgeneralizations is that stereotypes often
contradict each other. Are adolescentsidealistic or are they cynical? Are
they rebellious or conforming? Most people, regardiess of age, display at
least some of these qualities some of the time. Human personality is dy-
namic, not fixed. What we refer to as personality consists of hundreds of
different behaviors, moods, ideas, dispositions, and qualities. These are vari-
oudly €elicited by ever-changing life circumstances, as well as by complex
historical, motivational, and biological processes. Further, any particular be-
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havior can be characterized in positive or negative terms. Are adolescents
secretive or do they value privacy? Are they impressionable or are they
open-minded?

The main reason for disputing stereotypesis that they are ssmply not
accurate. They are confirmed neither by research nor by careful everyday
observation (Stattin, 1995). For the most part, most adolescents get along
well with their parents and teachers and with each other (Laursen & Col-

lins, 1994; Offer & Schonert-Reichl, 1992). Some stereotypes that sound as if

Table 1-1 Common Stereotypes of Adolescents

What images come to mind when you think of adolescents? Over the years, my
students have brainstormed the following characterizations. Adolescents supposedly
are awkward, lazy, spoiled, materialistic, disrespectful, confused, promiscuous,
moody, arrogant, manipulative, passionate, obnoxious, innocent, opinionated,
irresponsible, idealistic, vulnerable, cynical, rebellious, secretive, conforming,
antisocial, narrow-minded, and just plain difficult. Do your own encounters with
adolescents support or contradict these generalizations?

9
Why Study Adolescence?

Informal observation and objective research confirm that stereotypical depictions
of adolescents as obnoxious, rebellious, and lazy are not valid.

they apply to adolescents-for example, materialistic-may apply equally

well to children and adults.

If stereotypes are not valid ways of perceiving people and groups, why

do they persist? The grain of truth hypothesisimplies that adolescents pos-
sess some of these qualities more than do younger or older people. For each
of the personal qualities cited in Table 1-1, it would not be hard to find ado-
lescent behaviors that support the stereotype. In their struggle to become
"their own persons," many adolescents challenge adult authority and re-
quest (or demand) more freedom. Isthis being rebellious or independent?
Adolescents begin to resent the sometimes intrusive monitoring of their be-
havior by their parents ("Where are you going?' "Who are you with?")

and, like adults, they desire more privacy. Is this being sneaky or mature?
Adolescents going through puberty experience fluctuating hormone levels
that give rise to emotional arousal. Is this being moody or isit being aive?
Bandura (1964) also noted that the media sensationalize adol escent be-
havior. "Since the deviant adolescent excites far more interest than the typi-
cal high school student, the adolescent is usually portrayed in literature,
television, and in the movies as passing through a neurotic or a semi-
delinquent phase of development” (p. 227). Additionally, since antisocial
behavior receives so much media attention, the public may stereotype all
adolescents on the basis of a nonrepresentative sample of poorly behaved

file:/I/E|/0-471-57190-3.TXT (24 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

youth (Falchikov, 1986). Thought Question: Why are there so few positive
portrayals of adolescentsin the media?

10

It isimportant that we view young people accurately and redlistically,
partly out of fairness and partly because our perceptions of youth guide our
parenting behaviors, school practices and curriculum, and social policies. If
we perceive teenagers as dangerous and out of control, as the |etter to the
editor beginning this section suggests, then we feel compelled to limit their
freedom and increase our control. If we perceive young people as biologi-
cally or emotionally unstable, we are unlikely to offer them opportunities to
display responsible and trustworthy behavior. We must resist the tempta-
tion to view adol escents stereotypically-as difficult, antisocial, or out of
control-and the idea that the status of "adolescent™ isin any meaningful
way inferior to that of "adult" (Lesko, 1996).

In this spirit, let's end this section with another letter to the editor, one

that may be introducing a new adolescent stereotype: scapegoat. "I am a
police officer who likes teenagers. L eave them aone: There's aways some-
one who thinks that the kids are to blame for everything! Teenagers are
scapegoats for [automobile] insurance companies, which simply want to
continue raising our costs." (The New York Times, New Jersey Section, March
16,1997)

HISTORICAL CONCEPTS OF CHILDHOOD
AND ADOLESCENCE

Study Question: What distinctions did our ancestors make regarding different
ages or stages of life?

Rejecting stereotypical formulations, perhaps we can shed some light on
modern adolescents by studying their predecessors. Most of what we know
about human history comes from written records. Before literacy became com-
mon in this century, relatively little was written about children, families, and
everyday life (Cleverley & Phillips, 1986). Documents that exist tend to be
vague, inconsistent, or of questionable accuracy. As aresult, our understanding
of the origin of concepts like childhood, youth, and adolescence is far from
complete.

Aries (1962) concluded that until the 17th century, our ancestors recognized
only two stages of life: infancy and adulthood. Painters such as Brueghel the
Elder depicted children as miniature adults (Cleverley & Phillips, 1986). Aries
maintained that "people had no idea of what we call adolescence, and the idea
was along time taking shape” (p. 29). Schlegel and Barry (1991) contend that
Aries misapplied to earlier eras the modern usage of the term adolescence.
"While adol escents as we know them-kept in the natal home under the au-
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thority of parents, attending school, and bedeviled by a bewildering array of
occupational choices-are a modern phenomenon, adolescence as a social stage
with its own activities and behaviors, expectations and rewards, iswell re-
corded in the history and literature of earlier times' (p. 2).

Indeed, there is abundant evidence that our ancestors, although not explic-

itly acknowledging a period of life dedicated to preparing for adulthood, did
recognize many of the qualities that we associate with modern children and

11

Our ancestors had little basis
for distinguishing between
children, adolescents, and
adults.

adolescents (Elkind, 1988; Pollack, 1983). The idealism (Juliet refers to Romeo's
"dear perfection™) and cynicism attributed to the romantic loversin Romeo and
Juliet are familiar to parents of modern adolescents, although not usually ex-
pressed so poetically by today's high school students. Going further back in
history, Socrates, the illustrious Greek philosopher, complained that youth an-
noy and contradict their parents and that they eat too much. Aristotle, Plato's
gifted student, also portrayed male youths stereotypically (see Box 1-1).

When asked why they want to become parents, modern adults often re-

spond that they like children. Ancestral parents valued their children partly for
their labor and for the security they offered when parents could no longer
support or care for themselves. In earlier centuries, children and adolescents
may not have been well treated, at least according to modern standards of child
care (Aries, 1962; Gies & Gies, 1987).

Premature death due to infectious diseases was common before the inven-

tion of immunizations and antibiotics. Parents may have been wary of becom-
ing too attached to offspring who could perish at any time. Large numbers of
children and adolescents suffered and died because of parental abuse, neglect,
exploitation, and ignorance (Aries, 1962). Thought Question: Isit fair to use
contemporary standards to judge the child-rearing methods and values of our
ancestors?

Nowadays, most parents would not seriously consider (for more than a

few hours) placing their teenage children in the service of other families as
apprentices or domestics. The practice of placing out boys and girls who were
between the ages of 12 and 15 years was common in Western Europe and

12

Box
Aristotle's
View of Y outh:
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"They Think
They Know
Everything"

How did Aristotle, the brilliant Greek philosopher, view male youths of his
time 24 centuries ago? He characterized them as having strong desires, and
"whatever they desire they are prone to do. Of the body desires the one they
let govern them most is the sexual; here they lack self-control” (translated by
Cooper, 1932, p. 132).

Aristotle viewed young males as passionate, impressionable, quick to

anger, shy/impulsive, brave, resentful, trustful, quick to hope, and easily
deceived, Aristotle's no-holds-barred characterization echoes some of the
modern stereotypes listed in Table 1-1. It also anticipates the idealistic
conception of young malehood conveyed by the modern Boy Scout oath: a
scout istrustworthy, loyal, helpful, friendly, courteous, kind, obedient,
cheerful, thrifty, brave, clean, and reverent.

Aristotle proceeds to tell usthat youth "carry everything too far: they

love to excess, they rtate to excess-and so in all else. They think they know
everything" (p. 134). Further,"they are fond of their friends, intimates/arid
associates-more so than are Men in the other two periods of life" (p. 133).
Aristotle certainly was on target regarding this last point. Adolescents spend
more time with friends than do persons of any other age group.

colonial America. It encouraged children to learn adult roles while remaining
semidependent upon adults who were not family members (Modell & Good-
man, 1990). There islittle reason to believe that these children were well treated
by their employers. Aswe shall seein Chapter 12, teenagers today who work
part-time sometimes complain of harsh treatment by insensitive supervisors.

By the 14th century, artists no longer portrayed children as miniature

adults. Paintings were more sympathetic and sentimental in their rendering of
children as immature and even helpless. During the 16th and 17th centuries,
influential philosophers John Locke and Jean Jacques Rousseau suggested that
childhood is a distinct and important stage of life. They recognized that children
are impressionable and have special needs.

As church teachings became more widespread, parents began to view chil-

dren as vulnerable and innocent. Philosophers and theol ogians advocated that,
to preserve children's purity, they must be shielded from adult corruption and
vice. Thisrelatively enlightened view of childhood was offset by the belief that,
to save their immortal souls, children require strict, even brutal discipline (the
"Spare the rod, spoil the child" philosophy) (Aries, 1962; Cleverley & Phillips,
1986; Gies & Gies, 1987).

Thus, what we now call childhood gradually became accepted as afor-

mative stage of life, that is, one during which adult character begins to develop
(Aries, 1962). Many philosophers advocated that children be educated and
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trained for avocation. In the first schools, children of all ages were taught
together, but eventually they were segregated by age. Age-related grading was
but one of many factors that led to the recognition (or invention) of adolescence
asadistinct life stage in the late 19th century (Klein, 1990

13
ADOLESCENCE: INVENTION OR DISCOVERY ?

Study Question: Does adolescence exist as a natural and universal stage of life
or isit an invention of modern industrial societies?

Although Aristotle, Shakespeare, and other perceptive observers realized

that youth are different from children but not quite adults, many of our ances-
tors recognized only two life stages. infancy (from birth to about 7 years) and
adulthood. Where were the children and adol escents? Given the relative sim-
plicity of life roles practiced by our ancestors and their considerably shorter life
span, finer distinctions between age groups apparently were not needed and
thus not recognized (Aries, 1962).

During the 16th and 17th centuries, philosophers and theol ogians began to
recognize childhood as a distinctive life stage, one that intervenes between
infancy and maturity. During the late 19th century, psychologists such as

G. Stanley Hall (1904) came to view adolescence as a crucial stage of life. Today,
developmental psychologists have little difficulty distinguishing among eight
or more life stages.

Does human development really occur in leaps and bounds (stages) or is
development one continuous albeit bumpy process of change from conception
to death? Do terms like child, adolescent, and adult refer to natural life periods
or are they merely terms of convenience, rooted in historical and sociocultural
forces? For distinctions among natural life stages (such as adolescence and
adulthood) to be convincing, we must be able to demonstrate that stages are
qualitatively different from each other (different in kind rather than more or
less of something), that the stage sequence is fixed and universal, and we should
be able to describe what conditions lead to a transition from one stage to the
next (Grain, 1992). Most stage theories, for example, those of Erik Erikson and
Jean Piaget, so far have succeeded only on the first task.

If adolescence is anatural (universal and timeless) stage of life, we should

be able to identify features of this stage that are common to young peoplein
every culture and every era and that are free of social and historical influence.
On the other hand, if the term adolescent is no more than a convenient desig-
nation for middle-class youth in industrial societies, we should discover both
historical changes and cultural differencesin who is considered an adol escent
(Lesko, 1996). It is aso possible that both points of view have some validity.
Perhaps adolescence is a distinctive and universal period of physical, social,
cognitive, and sexual maturation, but its exact form or expression depends on
specific conditions existing in a particular time and culture (Lesko, 1996).
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According to the inventionist model of adolescence, a society perceives

and employs its young people according to its current economic and political
needs (Enright et a., 1987). An agricultural society sees young people as manual
laborers. A country at war views them as courageous warriors and defenders

of the homeland. During economic depression, youth may be seen as compet-
itors for scarce jobs and as additional mouths to feed.

According to inventionists, modern competitive, technological society

views young people (adolescents) in several ways that satisfy its present needs:
(1) as studentsin preparation for adult roles such as citizen, parent, and em-

14

ployee; (2) as a source of cheap, part-time labor; (3) as performers or athletes
who entertain us with their physical stamina and prowess; and, importantly,

(4) as consumers whose impulsive spending benefits our national economy
(Schlegel & Barry, 1991).

I nventionists maintain that \Western society's current interests are served

by viewing adolescence as a moratorium arrangement, that is, as a period of
deferred adult responsibilities and deferred adult privileges. It is secondary
schooling, they claim, more than anything else, that propels our current model
of adolescence (Lapsley, Enright, & Serlin, 1985).

Fasick (1994) reviews the factors that contribute to the familiar form that
adolescence takes in most Western societies. These factors include (1) the stable,
small-family system that allows parents to concentrate their economic and emo-
tional resources on a small number of offspring; (2) the movement of young
people from the workplace into schools, where they can form close rel ation-
ships with age-mates; (3) the financial dependence of adolescents on their par-
ents that results from full-time schooling; (4) the commercialization of youth
culture in clothing, music, and other media; (5) the diversification of jobs, with
young people being trained for eventual full-time employment; and (6) urban-
ization, which encourages the existence of age-graded secondary schools, rec-
reational activities, and commercial outlets aimed directly at adolescent com-
sumers. We can add to thislist the existence of legal categories such asjuvenile
delinquency and diagnostic categories such as conduct disorder that distinguish
(on the basis of age) adult offenses from antisocial behaviors committed by
young people (Table 1-2).

What adolescents gain from the moratorium arrangement, according to
inventionists, is prolonged financia support from their families and the nur-
turance and security of family life. By attending school, adolescents are shielded
from the pressures and competition of the adult work world. They are granted
food, shelter, limited household responsibilities, and leisure time to spend with
peers, to watch television, listen to music with pounding bass, and sleep for
prolonged periods when possible. What adolescents temporarily give up in this
arrangement are the adult privileges enjoyed by their counterparts of previous
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Table 1-2 Factors Contributing to the Modern Conception of Adolescence
in Western Societies

Small, stable family system

Urbanization of family life

Child labor laws

Mandatory education leading to daily contact with same-aged peers
Financial dependence on parents

Commercialization of adolescent subculture

Diversification of jobs

Specia legal and diagnostic categories

(From Fasick, 1994)
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centuries, the very freedom that adolescents long for during their teenage years
(Lapsley et al., 1985).

The key point of the inventionist model is that the moratorium arrangement

Is designed to serve society's current needs. If young people happen to benefit from
this arrangement, all the better. Some may claim that humanitarian treatment
of children, not their "exploitation,” should be society's primary goal. But if it
were, would the serious problems of so many young people-poverty, drug
abuse, violence, unwanted pregnancy-remain so prevalent (Chung & Par-
deck, 1997; Hamburg, 1992; Simons, 1993)?

Some inventionists view the moratorium arrangement as "state enforced

status deprivation and the prolongation of childhood" (Lapsley & Rice, 1988,
p. 211). In other words, adult society deprives adolescents of the adult privi-
leges that young people enjoyed until this century. Instead, they are forced to
remain dependent on their parents until their early to mid-20s. Lapsley and
Rice suggest that what we refer to as the adolescent attitude problem (i.e.,
noncompliance, moodiness) is an unconscious reaction to their enforced status
as children. According to Lapsley and Rice, adolescence is best defined not by
the transition into adult roles but by the exclusion of adult freedom and privilege.
Thought Question: Do child labor laws, compul sory education, and the

juvenile justice system (which emphasizes rehabilitation rather than punish-
ment) support or contradict the idea of a moratorium period (deferred freedom,
deferred responsibility) during adolescence?

Why do today's youth tol erate status deprivation? Well, what choice do

they have? Y ears ago, David Bakan (1972) suggested that adolescents believe
in the promise "that if ayoung person does all the things heis 'supposed to

do' during his adolescence, he will then realize success, status, income, power,
and so forth in his adulthood" (p. 83). Thisimplies that adolescents who do
not believe in the promise will reject the trappings of middle-classlife. The
alienation of large numbers of disadvantaged youth supports this view.
Thought Question: If there were a national referendum of high school stu-
dents offering them full adult privileges and full adult responsibilities, would
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it pass?
Summary and Analysis

The inventionist model addresses the most basic question that we can raise
about adolescence as alife stage: does it exist? Although the existence of this
life period in modern society seems obvious, our ancestors did not view the
teenage years as we view them today, as a period of dependency and as prep-
aration for adulthood. Since there were relatively few roles for adults to occupy
before industrialization, extensive preparation for adult life (and age conscious-
ness) was not necessary. Adulthood in a competitive technological world re-
guires extensive training and thus a long period of dependence on caregivers
and teachers. Thisview is supported by the absence of an adolescent (mora-
torium) stage in many modern nonindustrial cultures.

Inventionists contend that adolescence, as a stage of life, iswhatever agiven
society needsit to be, or it may not be needed at al. Variation in the roles that

16

adolescents adopt in different cultures supports this view (Arnett & Taber, 1994,
Riley, 1993). However, some theorists view adolescence as atime of preparation
for adulthood during which social role learning occursin all societies, past and
present (Schlegel & Barry, 1991). If thisis the case, then adolescence has existed
al along (in different forms) and we have merely rediscovered qualities of

youth that Aristotle and Shakespeare noticed and described centuries ago. In-
ventionists counter that adolescence as a period of preparation for adulthood is not
an inevitable stage of human development.

The fact remains that adolescence is not so clearly demarcated in nonin-

dustrial societies. In cultures where adult roles can be learned and practiced
during childhood, adolescence, at least as a moratorium stage, iS unnecessary.
Apparently, adolescence serves as atraining period for adulthood only when
atraining period is needed.

OF THE SPOTLIGHT . G. Stanley Hall

No one person deserves more credit than does Granville Stanley Hall (1844-
1924) both for popularizing adolescence as a formative stage in devel op-
ment and for encouraging research on this topic. He has been described as
the father, the discoverer, and even the inventor of adolescence. Who was
G. Stanley Hall? Wedll, for starters, Hall was the first person in the United
States to earn aPh.D. in psychology (from Harvard in 1878). He also was a
founder and the first president of the American Psychological Association
(in 1892).

Although his theorizing about adol escence was specul ative and often
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misguided, his monumental two-volume text Adolescence: Its Psychology and
Its Relations to Physiology, Anthropology, Sociology, Sex, Crime, Religion and Ed-
ucation (1904) popularized adolescence as an important developmental

stage. Hall's writings established adolescence as alegitimate field of scien-
tific study. Histext is a compendium of (often questionable) information
about physical growth in adolescence, sexual and intellectual development,
adolescent adjustment, antisocial behavior, emotions, religion, and love (Ta
ble 1-3). Throughout the two massive volumes, Hall was generousin his ad-
vice to teachers and parents about the rearing and education of adolescents.
Hall's views reflected the 19th-century perception of adolescence as a

period of biologically induced agitation and turmoil. He reasoned that the
distinctive behavior patterns that we associate with adolescents are biologi-
cally rooted and therefore universal. Adult patience and nurturance, Hall
maintained, are necessary for healthy adolescent development. What can
parents do but wait patiently for their children's natural impulses and de-
siresto run their course? Hall used the German phrase Sturm und Drang
("storm and stress") to characterize what he (and Aristotle) saw as the pas-
sionate, moody, rebellious nature of the adolescent personality. His charac-
terizations reinforced the persistent cultural stereotype of turbulent adoles-

G. Stanley Hall
has been de-
scribed as the fa-
ther, discoverer,
and even inventor
of adolescent

psychology.
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Table 1-3 G. Stanley HalFs Adolescence

G. Stanley Hall's two-volume set, published in 1904, included the following chapters:
Volumel

Chapter

1 Growth in Height and Weight

2 Growth of Parts and Organs during Adolescence
3 Growth of Motor Power and Function

4 Diseases of Body and Mind

5 Juvenile Faults, Immoralities, and Crimes

6 Sexual Development: Its Dangers and Hygienein
Boys

7 Periodicity

8 Adolescencein Literature, Biography, and History
Volumell

9 Changesin the Sense and Voice
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10 Evolution and the Feelings and Instincts
Characteristic of Normal Adolescence

11 Adolescent Love

12 Adolescent Feelings toward Nature and a New
Education in Science

13 Savage Public Initiations, Classical Ideals and
Customs, and Church Confirmations

14 The Adolescent Psychology of Conversion

15 Social Instincts and Institutions

16 Intellectual Development and Education

17 Adolescent Girls and Their Education

18 Ethnic Psychology and Pedagogy, or Adolescent
Races and Their Treatment

cence. Modern research does not support Hall's idea that adolescenceisin-
herently stressful (Compas, 1987a, 1987b). Y et, as we have seen, Hall's stereo-
typical depiction of adolescent turmoil persists in the media and in many
people's minds.

Hall's understanding of development was based on the recapitul ation
principle. The principle states that "every child, from the moment of con-
ception to maturity, recapitulates, very rapidly at first, and then more
slowly, every stage of development through which the human race from its
lowest animal beginnings has passed” (Hall, 1923, p. 380). In effect, each of
us, in our individual development, reproduces the evolution of our species.
This strange idea was based on Hall's belief that evolutionarily older parts
of the brain mature before more recently evolved brain areas.

Hall hypothesized that infancy reflects the animal stage of our evolu-
tionary development. Children 5 to 7 years of age reveal humanity's cave-
dwelling, hunter-gatherer stage. Children 8 to 14 years old, referred to as
youth, display both sides of human nature-savage impulses as well as sus-
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ceptibility to learning and discipline. William Golding's novel (also afilm)
Lord of the Flies, dramatizes thisidea. How would children turn out if cut off
from the restraints of adult supervision and socialization? According to
Hall, childhood activities provide opportunities for a healthy release of pri-
mal impulses that otherwise would be carried into adulthood.

In Hall's model, children between the ages of 14 and 25 (adol escents)
reflect in their behavior the stage of human evolution when our ancient an-
cestors were undergoing atransition from savagery to civilization. Presum-
ably, thiswas aturbulent transitional phase. Thus, Hall viewed adolescence
as a period of instability. According to Hall, the advent of adulthood sym-
bolizes the beginning of human civilization.
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Reflecting these views, Hall encouraged the creation of adult-sponsored
youth organizations, such asthe Y MCA and the Boy Scouts, to provide ado-
lescents with socially acceptable outlets for their instinctual drives. Hall's
writings and speeches encouraged parents and teachers to be tolerant of
youngsters. Eventually, he asserted, harried parents would see the light at
the end of the adolescent tunnel.

Evauation of Hall's Model

If adolescence as we know it was discovered (rather than invented), then

G. Stanley Hall must be credited as the discoverer. Nevertheless, his de-
scription of this life stage was based more on speculation and stereotype
than on objective research. Hall's portrayals of adolescent angst were over-
stated. Rather than creating a convincing body of empirical research (most
of his data were collected using questionnaires), Hall formulated an ideol -
ogy of adolescent development. His presumptions elicited critical reactions
from many psychologists and sociologists. Like Sigmund Freud, Hall exag-
gerated the role of biology (especially pubertal hormones) in adolescent de-
velopment. He underestimated the importance of family influence. He did
acknowledge the role of the peer group, setting the stage for numerous
studies of peer relationships and peer influence. Unfortunately, he lumped
all adolescents into narrow categories, inadvertently creating unappealing
stereotypes.

To his credit, Hall raised important questions. He drew attention to the
distinctive needs and problems of adolescents. His basic point remains valid:
adolescence is a unique and important stage of physical, cognitive, emotional, and
social change. Hall's speeches and publications hel ped launch the Child
Study Movement, leading eventually to increased understanding of adoles-
cents (Kett, 1977).

In the early 20th century, hiswritings had a positive influence on edu-
cational and social institutions. After decades of relative neglect, there has
recently been arebirth of interest in adolescent psychology (Huffman, 1996).
Questions and issues concerning adolescent development first raised by

G. Stanley Hall are again receiving the rapt attention of developmental re-
searchers (White, 1992).
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Defining Adolescence

DEFINING ADOLESCENCE

From early adolescence on, | was thought of as a mature young man. | did all my

chores, got good grades in school, and never got into any big trouble. Being a
good kid and not causing trouble are the two most important measurements of
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maturity. | lived up to everyone's expectations, and then some. But | think it was
my intelligence and the lessons of my upbringing which led to my fulfillment of
adult expectations. | was used to working hard and doing a good job. And | had
learned that if | did agood job, | would be trusted with a greater share of free-
dom. That was the way | considered maturity when | was younger, as a socia
contract. If you do this, you get that.

(20-year-old-male, quoted by Garrod, Smulyan,

Powers, & Kilkenny, 1992, p. 54).

Thisisone person's view of his attainment of maturity. If you act like an adult
and people treat you like an adult, then you must be an adult. But what do the
terms adult and adolescent mean? We might think we know one when we see
one, but deciding who is and who is not an adolescent is not as simple as it
sounds (Arnett & Taber, 1994).

Not too long ago, adulthood was said to begin when one graduated from

high school, joined the army, married, or ssmply left home. Today, about half
of al high school graduates attend college, extending their financial depen-
dence on their parents. Following college graduation, many return homein
what some call the return to the nest phenomenon. In developed countries,
about half of al peoplein their early to mid-20s live with their parents
(Chisholm & Bergeret, 1991). Not al of them are employed full time. Are they
adolescents or adults? Let's consider several ways of defining adolescence, not-
ing the strengths and limitations of each definition.

Dictionary Definition

The term adolescence literally means "to grow into adulthood,” although some
dictionaries define the term as "to come of age." (The word adult comes from
adultus, the past participle of adolescere, which means "to grow up.") Many
dictionaries define adolescence as "the period of life between puberty and ma-
turity." The onset of puberty is a convenient marker for the beginning of
adolescence, as we discuss below. However, the definition does not tell us
what maturity is (we could look it up) or how we know when someone has
achieved it.

To be mature implies that someone is a complete person or "fully cooked,"
ready to take on adult roles and responsibilities. Being mature implies that
someone has the social, cognitive, and emotional resources that we expect to
find in an adult. Presumably, these resources include independence, responsi-
bility, good judgment, and coping skills. But how would we measure these
qualities to distinguish those who are ready for adulthood from those who need
more cooking?
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Puberty as a Marker

Biological definitions of adolescence are appealing because of their relative sim-
plicity. They equate the beginning of adolescence with the onset of puberty
(relatively rapid physical growth and sexual maturation). Physical growth and
the development of secondary sexual characteristics such as body hair and a
deeper voice are universal and relatively easy to observe and measure (Monte-
mayor & Flannery, 1990). Similarly, we could define the end of adolescence as
the completion of growth and sexual maturation.

Although adolescents are qualitatively different from younger childrenin

their growth and sexual characteristics, there are problems with defining ado-
lescence in strictly biological terms. One problem isthat for different children,
puberty can begin at strikingly different ages. Early-maturing girls begin pu-
berty between 8 and 9 years of age, while late-maturing boys do not show
pubertal changes until they are about 16 years old. Besides the fact that they
are entering puberty, what else do these 8- and 16-year-olds have in common
to suggest that they are entering the same stage of life?

Further, there are no obvious biological markers that indicate the end of
adolescence. Physical growth eventually ends, but at different ages for different
individuals. Although sexual maturation is complete and adult size usualy is
attained by the late teenage years, these physical changes do not guarantee the
emotional, intellectual, and social maturity that we hope to find in young
adults.

Age or Grade Status as Markers

Why not use age, a convenient marker, to indicate the beginning and end of
adolescence? For example, we could define adolescence as the second decade

of life (Petersen, Silbereisen, & Sorensen, 1996) or equate adolescence with being
ateenager, spanning the ages 13 to 19 years. In either case, one might be con-
ferred adult status on one's 20th birthday. Thisisthe case in Japan. On January

Equating the onset of adoles-
cence with puberty is appeal-
ing because physical growth
and maturation are universal
and relatively easy to observe
and measure.,

21
Defining Adolescence
15th of each year, 20-year-old Japanese declare their legal (if not their financial)

independence from their parents. The event, known as the coming-of-age day,
Isone of Japan's most colorful rituals and ancient traditions. To keep their
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young people interested, Japanese officials treat the affair as one big national
party with prizes, beer, and pop music (Sanger, 1993).

Since they are nearly universal within cultures, school transitions could

serve as a convenient way of defining adolescence. After all, we do view ado-
lescence as atime to learn how to be a productive member of society. The
predominant characteristic of adolescent life today in developed societiesis
prolonged school attendance and expectations of achievement and career at-
tainment (Hurrelmann, 1996). We could equate the beginning of adolescence
with entry into secondary school and the end of adolescence with graduation
from high school or college (Elder, 1975; Hollingshead, 1949). Middle school
begins at about the same time that the average child is experiencing puberty.
For many, high school or college graduation signals entry into the adult work
world.

One problem with defining adolescence in terms of one's age or grade is

that, like physical growth and sexual maturation, age and grade are not very
good predictors of emotional, cognitive, and social maturity. Nevertheless, so-
ciety's treatment of its members and granting of privileges are based largely
on age, hence the proliferation of fake |Ds among high school and college
students.

Rites of Passage

More than half of all societies mark the transition from childhood to adulthood
with rituals known as rites of passage (Paige, 1983). Their function isto help
make clear to young people and others what will be expected of them as they
take on adult roles and responsibilities (Alsaker, 1995). Rites of passage occur
cross-culturally and have been performed for thousands of years to mark one's
entry into the adult community. They include elaborate celebrations such as
the coming-of-age day in Japan; traditional food, songs, and clothing; initiation
rites including fasting and prayer; formal ceremonies; and other ways of in-
stantly conferring adult status and privileges. Rituals usually include tempo-
rarily separating the young person from society, preparation or instruction
from an elder, and awelcoming back into society with public acknowledgment
of the adolescent's new status (Delaney, 1995).

Delaney describes arite of passage known as the vision quest that is com-

mon to many Native American tribes. Fourteen- and 15-year-old boys are
brought individually into a sweat lodge where their bodies and spirit are pu-
rified by the heat of burning cedar. A medicine man advises each child and
assists him with prayers. Subsequently, each boy is brought to an isolated spot
where he fasts for 4 days. "There he will pray, contemplate the world of the
medicine man, and await avision which will reveal to him hispathin lifeasa
man in native society" (p. 893).

Most Western cultures, including the United States and Canada, lack formal
rites of passage. Adult privileges are granted largely on the basis of age. How-
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In Japan, an annual rite of
passage known as coming-of-
age day marks Japanese
youths' formal entry into the
adult community.

ever, many ethnic, religious, and other subcultural groups in the West arrange
ceremonies such as confirmations and bar mitzvahs to symbolize the child-to-
adult transition (Sebald, 1992).

Thought Question: How do rites of passage, such as religious confirmations

or vision quests, increase adolescents commitment to and investment in their
community and culture?

Delaney (1995) suggests that for middle-class families in the United States,
high school graduation has become arite of passage. In industrialized societies,
at specified ages, individuals acquire adult rights of passage such as the right
to drive an automobile, purchase alcohol, work full time, and marry without
parental consent. Although one might become "legal" at age 18, the ages at
which society grants adult privileges vary considerably and somewhat arbi-
trarily. Minors can free themselves from parental authority through marriage,
by living apart from parents, and by being self-supporting (Rodman, 1990). In
many nonindustrialized countries, milestones in education, work, and family
life mark the transition from adolescence to adulthood. Markers of adulthood
include acquiring desired skills, finding employment, and living independently
of one's parents (Arnett & Taber, 1994

23

To impresstheir peers, some adolescents create rites of passage of their

own. They adopt "adult" behaviors such as sexual intimacy, drinking acohol,
and smoking cigarettes. Some who lack the means or opportunity to gain rec-
ognition for worthwhile accomplishments seek peer approval by engaging in
deviant activities such as stealing cars or even going to jail.

Social and Emotional Changes

Anthropological and sociological definitions characterize adolescence as a stage
of social, cognitive, and emotional learning that intervenes between childhood
and adulthood as young people prepare for an active role in the community
(Schlegel & Barry, 1991, p. 8). According to this view of adolescence, young
people are learning about specific roles that they are expected to take on as
adults. However, during this time they remain subordinate to, and dependent

on, adults, who must be responsive to their current needs as well as prepare
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them for the future.

We do observe remarkable social and emotional changes during the early
teenage years (Graber & Brooks-Gunn, 1996; Montemayor & Flannery, 1990).
Children begin to distance themselves from their parents, embrace their peers
(literally and figuratively), and adopt more gender-typed behavior (predicted
by one's gender). We are also likely to notice a modest increase in moodiness
and irritability during early adolescence. Can these changes be used to mark
the transition between childhood and adolescence? Or are young adolescents
so diverse that looking for predictable patterns of social or emotional change
isfruitless?

The word adult means one who is mature. As we have seen, the word

mature means full-grown or complete. Becoming an adult suggests that one has
attained some minimal level of physical, social, and emotional growth. We
expect young adults to be self-reliant, economically independent, and respon-
sible, to show good judgment, to have direction in their lives, and to partake

in close relationships (Erikson, 1963; Zahn-Waxier, 1996). We a so expect them
to have coping resources that will alow them to handle the stresses and strains
of contemporary adult life. Although such qualities are not sufficient in them-
selves to define adulthood, they are necessary components of any reasonable
definition. Even well-adjusted adults, however, are quite diverse regarding
their social skills and emotional resources (Arnett & Taber, 1994).

Cognitive Change and Moral Development

The concept of maturity also implies minimal attainment of intellectual ability
and moral development. Piaget (1972) and others have described remarkable
advancesin intellectual abilities during adolescence. At about age 11 or 12
years, adolescents begin to shift away from the concrete, black-and-white think-
Ing we associate with younger children and increasingly display more flexible
reasoning and problem-solving strategies. Compared to the self-concepts of
younger children, those of adolescents are more differentiated, abstract, and
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integrated (Montemayor & Flannery, 1990). Y oung adolescents have a deeper
understanding and appreciation of human motivation and everyday life events
than do younger children. They can solve math problems and understand po-
ems that are incomprehensible to most préadol escents. More skillfully than
younger children, adolescents can distinguish between what is real and what
iIsnot real, between what is possible and what is not possible.

Adults are even better than adolescents at posing hypotheses and deducing
solutions to problems, so improvements in reasoning ability could serve to
define the onset of both adolescence and adulthood. However, most adol escents
and adults (in Western and non-Western cultures) do not exhibit the advanced
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reasoning skillsthat Piaget called formal operational thinking (Arnett & Taber,
1994).

The late psychologist Lawrence Kohlberg observed that adolescents display
sophisticated moral reasoning skills that distinguish them from younger chil-
dren. For example, more than younger children, adolescents can take into ac-
count situational factors that affect decision making. They are better able to
weigh the consequences of their actions. The emergence of moral reasoning
during the early teenage years could provide a convenient marker for the be-
ginning of adolescence. Unfortunately, the cognitive abilities described by Pia-
get and Kohlberg are not always found in adolescents or even in most adults
(Blasi & Hoeffel, 1974; Colby & Kohlberg, 1987; Lapsley, 1990).

Although adolescents generally exhibit reasonable impulse control and
comply with socia conventions most of the time, as a group teenagers display
amuch higher rate of reckless and deviant behaviors (such as drunk driving
and shoplifting) than younger children or adults (Arnett, 1992a, 1992b). Cer-
tainly, they face more serious temptations involving sex and drugs. However,
aswe shall seein Chapter 5, it would be unfair and stereotypical to define
adolescence as that life period characterized by weakened impulse control and
reckless behavior.

Life Challenges and Role Transitions

Finally, we can consider defining adolescence in terms of the specific life chal-
lenges and role transitions that modern adolescents face: handling family con-
flict, becoming more self-regulating, exploring a variety of ways of acting and
thinking, inhabiting a wider social world, forming close relationships with
peers, and eventually separating from one's family and becoming self-sufficient
(Havighurst, 1972; Hill, 1993; Holmbeck & Updegrove, 1995).

Entrance into adulthood usually is defined in non-Western societies by a
specific socia event such as marriage. In the West, however, where indepen-
denceis highly valued, entry into adulthood is defined individually. Someone
may be considered to be an adult if he or she lives separately from parents, is
financially independent, and is self-sufficient in other ways. "This means relin-
quishing the role of dependent child and taking greater responsibility for them-
selves: washing their own clothes, paying their own bills, and making their
own day-to-day life decisions. Thisincreased personal responsibility can take
place while still living in the parent's home, but it is usually accompanied and
promoted by residential independence” (Arnett & Taber, 1994, p. 532).

25
The Subjective Experience of Achieving Adulthood

|s there a particular point when one feels like an adult? Nearly two-thirds of
the college students Arnett (1994) interviewed were uncertain about their adult
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status. Scheer, Unger, and Brown (1996) asked 113 male and femal e teenagers
whether they considered themselves to be adults, and if they didn't, when they
would be. Although the group had only a mean age of 16.7 years, most (78.8%)
considered themselves to be adults. More than a third equated adulthood with
"reaching maturity/taking responsibility for my actions." Other criteriain-
cluded "making my own decisions’ (14.2%), "financial independence/having
ajob" (12.4%), or some combination of the three (20%). Thought Question: Some
adolescents apparently consider themselves to be adults long before their par-
ents and teachers do. How might this affect adult-adolescent rel ationships?
Many adolescents can identify a particular event in their lives that |eft them
with the sense of achieving adulthood. A 17-year-old girl gave the following
account to one of my students: "l remember | received a phone call from the
police. | thought it was ajoke, one of my friends calling me, telling me that |
had to go pick up my mother at the police station because she was picked up
for drunk driving. | got one of my friends to go with me. | felt like an adult,
even though | was 16 years old. For the first time, | was taking control of
something, whereas my mom had always had control of me. When | had to
pick up my mother at the precinct, that's when | felt that | really grew up." As
powerful as such experiences are, their personal nature precludes using them
to distinguish between childhood, adolescence, and adulthood. Nevertheless,
this adolescent's disclosure reminds us that part of becoming an adult is feeling
and believing that oneis"grown up."

A Working Definition of Adolescence

We have discussed several potential markers for the beginning and end of
adolescence. It is clear that the transitions from childhood to adolescence and
from adolescence to adulthood are characterized by continuity and change. Both
transitions, consisting of developmental tasks and challengesthat are relatively
universal, require new modes of adaptation (Graber & Brooks-Gunn, 1996;
Holmbeck & Updegrove, 1995). Because there is no single criterion that estab-
lishes someone as an adol escent, we hereby invoke two plausible markers. the
onset of puberty and the shift from elementary school to middle schooal. "It is
the interplay of pubertal maturation with school transition, and other life
changes, which make the transition from childhood to adol escence unique"
(Montemayor & Flannery, 1990, p. 295).

When does adolescence end? Because there is no precise biological or social
marker for the attainment of maturity, our definition of adulthood includes a
combination of personal qualities and role transitions. These include (1) being
behaviorally and emotionally self-regulating, (2) being financially independent
of one's family, and (3) taking on adult roles, such as homemaker, worker, and
spouse. Thus, adolescence isthe life period that begins with the onset of pu-
berty or the shift to middle school and ends when an individual is economically
self-sufficient and has taken on several adult roles. Keep in mind the limitations
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Box 1-2
Three
Substages of
Adolescence

Given the length of the adolescent period, it is helpful to divideit into three
substages that correspond to three important school transitions. For
convenience, early adolescence will refer to the middle school years (about 11
to 13 years), middle adloescence will refer to the high school years (about 14 to
17 years), and IMe adolescence will refer to the college years (about 18 to the
early 20s). Although this division is somewhat arbitrary, it reminds us that

not al adolescents are working on the same life tasks and challenges.

of these definitions. Y oung peoplé€'s life circumstances are so diverse that we
cannot expect everyone to fall neatly into one or the other category.

In Western societies, "adulthood emerges gradually over many years, and

there is no specific age or event when emerging adulthood can be deemed
definitely to have ended and full adult status definitely achieved" (Arnett &
Taber, 1994, p. 534). Adolescents become increasingly adult-like as they become
fertile, graduate from school, take on adult roles and responsibilities, leave their
parents home, become economically self-sufficient, and perhaps start a family
of their own (Arnett, 1994; Rindfuss, 1991).

Hurrelmann (1996) notes that increasing numbers of adolescents are not
entering adulthood following the completion of their education. Living at home
and underemployed, they are independent of their parents socially, morally,
politically, and sexually but not economically. He wonders, is this the beginning
of anew stage of development: postadolescence? (See Table 1-4.)

Table 1-4 Possible Criteria for Distinguishing Between Childhood,

Adolescence, and Adulthood

Dictionary definition: "to come of age" or "period of life between puberty and
maturity"

Biological definition: adolescence begins with the onset of puberty and ends with the
completion of growth and sexual maturation

Age or grade status: one becomes an adult at age 18 or 21 or upon graduating high
school or college

Rites of passage: celebrations, rituals, and ceremonies that confer adult status and
privilege

Social and emotional change: self-reliance, responsibility, good problem-solving and
coping skills

Cognitive change: emergence of formal operational thinking and sophisticated moral
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reasoning

Life changes and role transitions. forming close relationships, separating from one's
family, taking on adult roles, self-sufficiency

Subjective experience: feeling like an adult

Our working definition of adolescence: Adolescence isthe life period that begins with
the onset of puberty or the shift to middle school and ends when an individual is
economically self-sufficient and has taken on several adult roles.

27

ADOLESCENCE IN NORTH AMERICA

Study Question: How did the rural youth of the past evolve into the modern
teenager?

A variety of political, cultural, and economic changes during the 19th cen-
tury, to alarge extent reflecting urbanization (family relocation from farm to
city), industrialization, and compul sory schooling, led to our modern view of
adolescence. Before industrialization, most children in North America and Eu-
rope lived on farms and labored mightily alongside their parents and siblings.
Children served as apprentices, learning agricultural skills that they would
need to survive. Unlike children today, daily contact with same-age peers was
rare (Gies & Gies, 1987).

In the absence of formal schooling, there were few special markers such as
promotion or graduation to indicate transitions to new life stages. The average
age of puberty onset was 3 to 4 years later than it is today, with longevity
averaging about 40 years. There were few specialized roles to distinguish the
teenage years from either childhood or adulthood (Chisholm & Hurrelmann,
1995; Kett, 1977).

Prior to industrialization, there was a labor shortage that was aleviated

but not solved by immigration and the exploitative practices of slavery and
child labor. Industrialization, greater occupational choice, and the abolition of
slavery encouraged many familiesto leave their farms and to head for the
cities.

Machines replaced children as more efficient sources of labor. For the first
time, children spent extended periods of time away from their families. A new
model of childhood was emerging, one that emphasized the importance of
preparing children, mainly through formal education, to live and work in an
increasingly competitive industrialized society. For adults, working outside of
the home led to the formation of relationshipsin the workplace with other
adults. One of the most important social consequences of industrialization was
the separation of the home from the workplace (Chisholm & Hurrelmann,
1995).

The family unit was also changing. Now that fathers worked away from
home, mothers accepted greater responsibility for the moral upbringing of their
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children. "Practices such as sacrificing for one's children and refusing to accept
wages from them became one characteristic demarcating the middle from the
lower classes of society. The period from 1870 to 1930 (later in European coun-
tries) marks the transformation in Americafrom the nineteenth-century's 'use-
ful child' to the twentieth-century's sentimentalized "priceless child™ (Modell

& Goodman, 1990, p. 99).

In the late 19th and early 20th centuries, federal courts prohibited child

labor and mandated compulsory public education for all children. Reformers
like G. Stanley Hall, fearing the exploitation of abandoned and runaway chil-
dren in the cities, created the Child Study Movement. This crusade was commit-
ted to "taking youth off the streets, putting them in schools, stretching out the
normal home-leaving age from 14 to 18, and in general, prolonging a devel-
opmental period" (Teeter, 1988, p. 15).

28

Various socia institutions, including high schools and scouting organiza-

tions, aided parental attempts both to protect children from harm and to build
moral character. Inindustrialized countries, the gradual emergence of universal
schooling (for males and females) accelerated and institutionalized the process
of generational separation (Chisholm & Hurrelmann, 1995). "Within these
adult-sanctioned groups, adolescence could be recognized, named, analyzed,
and perhaps channeled in desired directions' (Modell & Goodman, 1990,

p. 101).

Self-styled experts offered advice about child rearing to parents. Boys

should be encouraged to be masculine, strong, and independent. Girls were
taught to be feminine, affectionate, and pure. For the first time, books and
pamphlets addressing "moral problems” were written specifically to be read

by young people. Demos and Demos (1969) cite the following titles: A Voiceto
Y outh, How to Be a Man, Papers for Thoughtful Girls, The Y oung Lady's Companion,
On the Threshold, and Lecturesto Y oung Men.

G. Stanley Hall and many others portrayed youth as the critical transition
period in life. Together with an emerging juvenile justice system, these land-
mark changes required a precise definition of the boundaries between child-
hood, adolescence, and adulthood. The institutionalization of adolescence asa
distinctive period of life led to a new set of ideas and practices concerning
young peopl€e's cognitive abilities, emotional nature, privileges and obligations,
and expectations about courtship, education, and work (Chisholm & Hurrel-
mann, 1995).

Hurrelmann (1996) notes that initially adolescence was limited to middle-

class children because only middle-class parents could afford to provide an
extended period of self-exploration and self-definition for their children in the
service of career preparation. Eventually, young people from working-class and
rural families and ethnic minority families also entered adolescence. " Postwar
teenagers had very different expectations of their rights and responsibilities,
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expectations that were directly linked to the economic prosperity their families
now enjoyed. They were coming of age in aworld of expanding opportunities
and increased leisure time, and they intended to make the most of their good
fortune. The war had taught them the meaning of sacrifice, to be sure, but it
had also stirred their appetites for records, clothes, cars-the 'stuff of teenage
life. Thanks to full employment and a buoyant economy, alarger proportion

of American families could now afford to support their teenagersin style....
For teenagers, this economic prosperity was quickly transated into personal
freedom and enjoyment” (Palladino, 1996, pp. 100-101).

Whereas ethnicity and social background used to dictate peopl€e's position

in society, today it is economic achievement that mainly determines one's social
status and lifestyle. In effect, educational and occupational institutions have
largely superseded families regarding children's integration into adult society
and roles. In nonindustrial societies, vocational training still usually occurs
within the family.

Although this text mainly addresses the nature of adolescence in Western,
industrialized societies, especialy in North America, we must repeat that some
aspects of what we call adolescence are universal across cultures and some are

29

The biological, emotional, and
cognitive transitions of ado-
lescence appear to be univer-
sal across cultures, but a
young person's experience of
adolescence varies according
to the individual's unique life
circumstances.

culture-specific. There is considerable evidence that the biological, emotional,
and cognitive transitions of adolescence are universal (Graber & Brooks-Gunn,
1996). Almost all children experience puberty, emotional development, and
intellectual growth. But there is also evidence that even these changes, rooted
in our human genetic structure, reflect the influence of different economic, eco-
logical, cultural, and social conditions in each society (Hurrelmann, 1994; Riley,
1993). For example, all children acquire beliefs and values, but the specific be-
liefs and values that they hold reflect the specific circumstances of their lives
and the prevailing beliefs and values of their communities. Even within the
United States, we can expect to find that the "experience" of adolescence will
vary according to ayoung person's race, ethnic group, gender, economic class,
geographical area, and so on.

Most youth in non-Western societies live in modernizing societies that place
them in an "educational system grounded in the humanistic and scientific
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traditions of the West. For better or for worse, within the last century Western
culture has become aglobal culture, more so than any competing set of knowl-
edge and values' (Schlegel & Barry, 1991, p. 201). Schlegel and Barry note that
Third World adolescents are probably |earning about the scientific view of the
world in a European language such as French or English (probably on the
Internet). As aresult, some of these young people develop a cross-cultural
appreciation of their world; others may experience confusion and loss. "Having
Inadequately learned their own culture, they fail to become adept in the one
they encounter in school.... Rock musicians, film stars, and sports heroes are
the idols of adolescents worldwide, personifying adolescent fantasies of wealth
and freedom" (pp. 201-202). Throughout thistext, cross-cultural studies are
cited to shed light on the universal and culture-specific nature of the adolescent
experience.

30
ADOLESCENTS TODAY

As society changes, so does adolescent life, with new sets of challenges and
potential problems (Chisholm & Hurrelmann, 1995). Since World War I1, when
teenagers were first identified as such, prosperity has allowed middle-class
adolescents in the United States to exert a significant influence on the national
economy through their spending and by influencing their parents' spending.
The adolescent consumer market is worth about 89 billion dollars annually,

and parents contribute an additional 200 billion dollars for their teenagers care
and treatment (Palladino, 1996). Although prosperity has increased the number
of adolescents who live in demographically advantaged households, the pro-
portion of adolescents living in poverty also hasincreased (Cornwell, Eggebeen,
& Meschke, 1996).

The growing number of dual-earner and single-parent families has resulted

in less parental supervision of adolescents compared to earlier eras. Family
members today each have their own time and activity schedules and spend
relatively little time together. Rapid technological change and speciaizationin
careers require that adolescents spend more time in school. Compared to their
predecessors, most adol escents today face aless predictable future, especially
in the world of employment (Chisholm & Hurrelmann, 1995; Fryer, 1997; Schu-
lenberg & Ebata, 1994).

Because of therelatively early onset of puberty and because increasing
numbers of adolescents attend college, the period of life we call adolescenceis
expanding. Parents worry that their children's physical and sexua develop-
ment are out of step with their social and emotional maturity. Despite their
children's rapid growth, parents know that teenagers are not yet ready to take
on adult roles and responsibilities. Children and adolescents are neither ex-
pected nor allowed to carry their weight economically. Compared to adoles-
centsin other cultures, relatively few Western adol escents are given positions
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of responsibility. Unlike youth of the past, who spent their waking hours at
their parents' side chopping wood, tending livestock, and harvesting crops,
many of today's adolescents, lacking meaningful personal challenges, even balk
at making their beds and cleaning their rooms.

To befair, most young people spend many hours each day in classrooms

and try to satisfy their obligations at home. Adults expect adolescents-in
school, at home, and with peers-to prepare to meet the problems and chal-
lenges that await them as adults. The adolescent years are an exciting time of
life for most young people as they gain privileges such as driving a car, voting,
and seeing "adult" movies (Siegel & Shaughnessy, 1995). The later teenage
years and the early 20s are spent in a state of semi-independence during

which young people continue to prepare for their future roles and responsibil-
ities while enjoying a considerable measure of freedom (Schulenberg & Ebata,
1994).

Unlike youth of previous centuries, young people in industrialized societies
usually have leisure time to spend with peers or by themselves, perhaps shop-
ping, listening to music, or watching television. Although many have part-time
jobs, a career is something most give little serious thought to until well into the
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high school years. College students have serious misgivings about their eco-
nomic future. "In an age of automation, plant closings, corporate downsizing,
and dual-career families, they are learning the hard way that middle-class com-
forts are not guaranteed" (Palladino, 1996, p. xix).

Compared to their predecessors in the 1960s, today's students appear to be
lessinterested in social affairs. For example, a 1994 survey of 333,703 students
at 670 colleges and universities reported that that year's college freshmen were
less interested and involved in politics than any entering class in the previous
29 years. Relatively few freshmen reported keeping up with political affairs
(32%) or discussing politics (16%) (Higher Education Research Institute, UCLA,
The New York Times, January 9,1995).

Csikszentmihalyi and Larson (1984) used an innovative method to gather
self-reports from 75 ethnically diverse Chicago high school students regarding
these adolescents daily thoughts, activities, and feelings. The investigators
wanted to know what high school students "go through" during atypical

week. Participantsin the study carried an electronic pager and a pad of self-
report forms. At arandom moment within every 2-hour period for aweek, the
pager beeped or vibrated to signal the adolescent to complete a self-report
form.

" Adolescents participating in this research reported doing all the things

they normally do, from cutting classes to teasing friends, from shopping for
dental floss to watching the Miss America Contest. Because the schedule is
systematic, it provides arepresentative sample of their life, a profile of what
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each teenager's daily experienceislike" (p. 33). A total of 2,700 self-reports was
collected for al subjects.

What did the study reveal about these teenagers' lives? They spent most

of their time (41%) at home. More time at home was spent in their bedrooms
than in any room. They spent 32% of their timein school (mainly in class) and
27% of their timein public, much of it with friends or at work. How did they
spend their time? Forty percent was spent in such leisure-time activities as
socializing (16%), watching TV (7.2%), reading, playing games, and listening
to music. Thirty-one percent of their time was spent in "maintenance” activities
such as doing chores, eating, and traveling.

Twenty-nine percent of their time was spent in productive activities, in-

cluding studying (12.7%), classwork (12%), and doing non-school-related work
(4.3%). The investigators noted that the students in this study, compared to
students in other industrialized societies such as Japan, spent relatively little
time in productive activities such as studying and alot of timein leisure pur-
suits and socializing. As a group, students in the United States appear to be
less committed to their school work than students in other technologically ad-
vanced societies.

About a quarter of the teenagers day was spent alone, a quarter with class-
mates, and a quarter with friends; relatively little time (8%) was spent with
parents and siblings. Considerably more time was spent with mothers than

with fathers. The investigators categorized the social world of teenagers this
way: (1) unstructured time spent alone, (2) structured time spent in school and
with family members, and (3) "spontaneous time" spent with friends, figuring
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out what to do next. Boys and girlsin this study were surprisingly similar in
how they spent their time. There were some age differences. For example, older
adolescents spent less time with their families than did younger ones.

The study also revealed variability in the teenagers moods, but this doesn't
mean that they were not happy. " Adolescents whose moods change most, re-
port being as happy and as much in control as their steadier peers, and they
appear to be as well adjusted on other measures” (p. 123). Rather, the emotional
changes seem to reflect "the conflicting experiencesin ther lives. At one mo-
ment they are sitting in class, expected to learn materials (and earn grades) that
will have a crucial bearing on their future life; the next moment the bell rings
and they are with friends, impelled by an expectation to have a good time"

(pp. 124-125).

Some psychologists, notably David Elkind (1984, 1994b), maintain that

adult concerns are being imposed on young people prematurely. In his book

All Grown Up and No Place To Go (1984), Elkind observed that parents are so
preoccupied with their own problems that they cannot provide their children
with adequate guidance and emotional support. Even concerned parents some-
times feel powerless regarding the multitude of choices their children face.
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These include pressure to date, to be sexually active, to experiment with drugs,
and generally to adopt adult roles and behaviors before they are ready. Thought
Question: Do young people today have lives that are more pressured or less
pressured than those of their counterparts of previous eras?

JOYS AND OPPORTUNITIES, PROBLEMS
AND HAZARDS OF ADOLESCENCE

Although adulthood is hardly atime of unlimited freedom, it probably looks
that way to children. Children need adult permission to do almost anything
worth doing. The cognitive advances of adolescence that we will study in Chap-
ter 4 give young people a "fresh perspective" with which to view their first-
time experiences in the worlds of relationship, responsibility, and romance.
"Adolescence is atime of one'sfirst kiss, first dance, first job, first date, first
crush, and first 'love’ Childhood had been a period of ‘'make believe' with

much adult supervision. In adolescence, the teenager is confronted with 'the
real thing' for the first time" (Siegel & Shaughnessy, 1995, p. 217).

Many are the joys and opportunities of the adolescent years. The emotional
investment that teenagers bring to their daily affairs intensifies each experience,
magnifying the peaks and valleys of their social lives. Adult roles and respon-
sibilities are edging closer; but one can aways find time to party. Teenagers
know that there will be less time for having fun after each successive
graduation.

Alas, the adolescent years are not just for "chilling." Most teenagers have
serious concerns, such as getting along with family members, earning good
grades, being accepted by their peers, and finding a decent job (Adwere-
Boamah & Curtis, 1993). In one study of the hassles that adolescents face, girls
reported having more problems than boys reported in the areas of social alien-
ation, excessive demands, romantic concerns, loneliness, and unpopularit
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Table 1-5 Common Concerns of Adolescents
Getting along with family members

One's appearance

Rejection from peers

Peer pressure

Parental divorce

Academic failure

Getting into college

Preparing for the future

Being avictim of crime

There were no gender differences regarding decisions about schooling and their
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personal futures (Kohn & Milrose, 1993) (Table 1-5).

Large numbers of today's adol escents have serious life problems, such as
suffering through their parents' separation and divorce or living in a society
where ethnic or political violence isa common occurrence (Garbarino, 1996;
Ladd & Cairns, 1996; Lomsky-Feder, 1996). Adolescents in many cultures feel
imperiled by political and economic events that threaten their sense of security
(Gottlieb & Bronstein, 1996) and by interpersonal encounters that occasion den-
igration and embarrassment (Ravo, 1996; Y amamoto et al., 1996). Further, many
young people participate in high-risk activities that could jeopardize their

health and survival. These activities may involve acohol and other drugs,
weapons, vehicles, unsafe sexual practices, and sexual exploitation (Hamburg,
1992; Simons, 1993; Smith & Rosenthal, 1995).

Tens of thousands of children and adolescents live in poverty and are ex-

posed daily to violence and drugs (Martin & Murray, 1996). So-called street
children inhabit large cities throughout the world, "gambling, smoking, sniff-
ing solvents, taking up with locals or tourists for a night of 'big money/ taking
on odd jobs to get some money to ease their grumbling stomachs or to take
home to starving family members® (le Roux, 1996, p. 965). Slavery and child
bondage are widely practiced in Asiaand West Africa. Child trafficking for the

Many adol escents participate
in high-risk activities that
could jeopardize their health
and survival.
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sex industry isincreasing worldwide. In Asiathere are approximately 1 million
child prostitutes, and the number isrising in Africa. Worldwide, 250 million,

5- to 14-year-olds are employed, half of them full time, many in hazardous
industries (The New Y ork Times, November 12,1996).

Inner-city youth in the United States have a high probability of exposure

to violent crime, as withesses or as victims (Berman, Kurtines, Silverman, &
Serafini, 1996; Warner & Weist, 1996), leaving many expecting their own violent
death (Hinton-Nelson, Roberts, & Snyder, 1996). In apoll of 2,000 teenagers
released by Louis Harris & Associatesin early 1996, one in eight young people
reported carrying a weapon for protection. One in nine admitted cutting classes
because of afear of violence.

A 1995 study released by the Carnegie Council on Adolescent Devel opment
reported that one out of five adolescents is growing up in poverty. One-third

of 13-year-oldsin the study acknowledged using illegal drugs. Lacking family
or peer encouragement for academic achievement, thousands of teenagers drop
out of school each year and face low-paying jobs or chronic unemployment
(Patterson, 1997). With little prospect of achieving the American dream, many
will be tempted to engage in drug dealing, drug use, gambling, and other
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self-destructive behaviors (Hamburg, 1992).

Adolescents who are susceptible to deviant peer pressure or who lack ad-
equate parental supervision are at greater risk of displaying antisocial and self-
destructive behaviors. Short-term consequences of these self-destructive pat-
terns include social rejection, sexually transmitted diseases, serious accidents,
addiction, and unwanted pregnancies. Long-term consequences of self-destruc-
tive patterns such as alcohol and drug use and poor nutrition include chronic
ilInesses, cardiovascular disease, and cancer (Hamburg & Takanishi, 1989).
The main concern of any cultureisits survival. A culture can thrive only

if it provides its young people with a sense of purpose and activities that they
find meaningful (Sebald, 1992). It is remarkable that so many youngsters who
encounter obstacles not of their own creation make such a commitment. Yet,
there is al'so widespread distrust and resentment, especially among minority
youth whom we might characterize as disadvantaged or underprivileged (Mar-
tin & Murray, 1996; Wood & Clay, 1996). We are losing too many promising
young people to drugs, violence, disease, and other forms of self-destruction.
We must do better.

SUMMARY

1. There are many good reasons for studying
adolescence, including that it is afascinating
and challenging time of life. Like younger chil-
dren, adolescents have distinctive needs and re-
quire specia understanding. The better we un-
derstand adol escents, the more supportive we
can be as parents, teachers, coaches, and
counselors.

2. Adolescents are often portrayed in unflatter-
ing terms-for example, as moody, rebellious,
and irresponsible. The truth is more compli-
cated and more interesting than these stereo-
types suggest. Because adol escents are such a
varied group, no simple characterization fits
them all. Some stereotypes, such as moody and
materialistic, may have agrain of truth, but
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most adolescents are hard-working, responsi-
ble, and well adjusted.

3. Our ancestors divided life into two stages.
infancy and adulthood. Given their relatively

file:/l/E|/0-471-57190-3.TXT (51 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

short and simple lives, two stages were suffi-
cient. But over the past several hundred years,
childhood and adol escence have come to be rec-
ognized as distinct formative periods of life.
Current theories identify eight or more different
life stages, each with its own unique character-
istics and challenges.

4. Does adolescence exist as an inevitable and
universal life stage or does each society invent
its own version? | nventionists maintain the lat-
ter position, noting that children in industria
societies require an extended period of prepa-
ration for adulthood. Adolescence, they sug-
gest, was invented to serve this function. School
attendance in particular requires that teenagers
remain dependent upon their parents finan-
cially and emotionally for an extended period.

Y et even in societies that do not require pro-
longed dependency on parents, young people
still undergo physical, sexual, and cognitive
changes that could be used to define a unique
stage of development.

5. Partly due to G. Stanley Hall's pioneering ef-
forts, adolescence has become alegitimate field
of scientific inquiry. Hall depicted adolescence
as an important and interesting period of life,
but one rooted in "storm and stress." Today we
view adolescence as a time of exploration and
experimentation, an extended life period during
which we are expected to "find ourselves."

6. Terms like child, adolescent, and adult are in-
herently vague. After considering many possi-
ble definitions, we define adolescence as the life
period that begins with the onset of puberty or
entry into middle school and ends when one has
taken on adult roles and isrelatively self-
sufficient.

7. Most Western adolescents live at home with
their parents, attend school, and spend their lei-
sure time with friends, listening to music, or
watching television. Y oung people worry about
school, being accepted by peers, and having to
choose a career. For most, adolescenceisatime
of exploring and occasionally for risk taking.
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Those who are susceptible to deviant peer pres-
sure or who lack adequate parental supervision
are at greatest risk of developing self-destruc-
tive behaviors.

GLOSSARY

Individual differences Variationsin normal devel-
opment from one person to another

Y outh The traditional term for those not yet consid-
ered adults

Stereotype A set of characteristics assumed to be
shared by all members of adesignated group
(e.g., women drivers)

Grain of truth hypothesis The idea that every ste-
reotype has agrain of truth behind it

Placing out The practice of parents placing their
teenage children in the service of other families
as apprentices or domestics

Inventionist model The ideathat adolescence as a
stage of life was invented to serve the current
needs and interests of industrial societies
Moratorium arrangement The modern idea that
adolescence is atime of deferred adult respon-
sibilities and deferred adult privileges

Sturm und Drang The German phrase for "storm
and stress," used to imply that adolescenceis
inherently conflictua

Recapitulation G. Stanley Hall's idea that the de-
velopment of each individual replicates the
evolution of our species

Return to the nest The modern phenomenon
whereby adult children return to live at home,
usually after college or divorce

Qualitative differences Differencesin kind rather
than amount

Quantitative differences Differences in amount
rather than kind

Coming-of-age day A national holiday in Japan
when 20-year-old Japanese declare their legal
independence from their parents

Rites of passage Rituals that mark the transition
from childhood to adulthood
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Vision quest Native-American rite of passage for
mal e adol escents

Gender typing Process by which individuals learn
gender roles

Adult According to the text, atime of behaviora
and emotional self-regulation, financial inde-
pendence, and taking on adult roles

Adolescence The life period that begins with the
onset of puberty and the shift to middle school
and ends when an individual is economically
self-sufficient and has taken on several adult
roles

THOUGHT QUESTIONS

1. List five general qualities that you associate
with adolescents. Are they stereotypical or are
they valid descriptions of adolescents you
know?

2. According to your own definitions of these
terms, are you an adolescent or an adult? Justify
your response.

3. Describe any rites of passage you experi-
enced during your adolescence as a member of
your community, ethnic group, or religion.
What did the rituals or ceremonies mean to
you?

4. What aspects of adolescence are universal
across cultures? What aspects reflect the eco-
nomic, educational, and employment opportu-
nities of a particular culture?

5. What would you tell your children about
your adolescence to help them through this dis-
tinctive period of life?

37
Self-Test

SELF-TEST
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1. Researchers study adolescents mainly

a. to create meaningful socia policies

b. to provide interventions for clinicians who work with young people
C. to design interesting and effective educational materials

d. to gain knowledge

2. Stereotypes usually are
a. unflattering

b. misguided

C. resistant to change

d. al of the above

3. The historical study of youth suggests that

a. children generally were well treated by their families

b. parents valued their children partly for the labor and security children
could provide

c. childhood was recognized as a distinct stage of life as early asthe
Middle Ages

d. ancestral parents were as strongly attached to their children as parents
are today

4. Adolescence was first recognized as a unique and important stage of life
by

a. Aristotle

b. Shakespeare

c. G. Stanley Hall

d. Erik Erikson

5. Inventionists maintain that a society perceives its young people according
toits

a. current economic and political needs

b. ethnic and religious traditions

c. level of industrialization

d. ethical and moral beliefs

6. The moratorium arrangement of adolescence refersto
a. mandatory universal schooling

b. deferred freedom and deferred responsibilities

38

c. laws that protect children from exploitation
d. property rights extended to male and female children
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7. G. Stanley Hall

a. popularized adolescence as an important developmental stage
b. devised the first intelligence test

c. rgected Darwin's theory of evolution

d. encouraged parents and teachers to be strict and punitive

8. The return to the nest phenomenon refers to
a. hawks and eagles

b. late adolescents and young adults

c. coaches and counselors

d. developmental researchers

9. The coming-of-age day is celebrated by
a. gays and leshians

b. Jews and Catholics

c. Japanese youth

d. all of the above

10. Rites of passage

a. are practiced cross-culturally

b. include elaborate cel ebrations

c. indicate the transition from childhood to adulthood
d. al of the above

11. After considering many alternatives, the chapter defines the onset of
adolescence in terms of

a. biological and school transitions

b. cognitive and intellectual changes

c. social and emotional changes

d. rites of passage

12. About what percentage of adolescents live in poverty?
abs

b. 10

c. 15

d. 20

TWO

THEORETICAL PERSPECTIVES

Preview Questions

1. Does development occur gradually or in "leaps & bounds'?
2. What is the relationship between theory and research?
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3. Does biology or life experience play a greater role in personality
development?

4. What is the key assumption or premise of each of the following
types of developmental theories?

a. Biological-ethol ogical
b. Cognitive-developmental
c. Psychodynamic

d. Psychosocial
e. Phenomenological
f. Learning

5. Inwhat way do interactional and contextual models offer more
plausible explanations of child and adolescent development than
simpler direct effects models?

41
42
Contents

Domains of Developmental Change 45
Theories of Development 46

BOX 2-1 CHARACTERISTICS OF
DEVELOPMENTAL THEORIES 47
Early Theories of Development 48
John Locke 48

Jean Jacques Rousseau 49

Modern Theories of Adolescent
Development 50

Biological and Evolutionary Models 50
Gesell's Maturational Model 50
Evolutionary and Ethological

Theory 51

Spotlight - Can Evolutionary Theory Help Us
Understand Adol escent

Behavior? 51

Cognitive Developmental Models 53
Freudian (Psychodynamic) Models 53
Psychosocial Developmental Models 55
Existential Models 57

file:/l/E|/0-471-57190-3.TXT (57 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

Learning Models 58
Interactional-Contextual Models: The Ecology
of Human Life 60

Summary 63

Glossary 64

Thought Questions 64

Self-Test 65

Micaelais captain of her high school track team. Sheis abright, highly moti-
vated, appealing 17-year-old. Somehow, she is able to balance her school work
and extracurricular activities with an active social life and a part-time job. She
would assure us that it's not easy.

Micaela usually has positive feelings about herself and her parents, but she
complains that they place too many restrictions on her. For example, thereis
some family strain regarding her on-and-off again relationship with a boyfriend.
Additionally, her parents are not pleased about how she spends the money she
earns at work. They implore her to save some money for college. They are proud
of her academic and athletic achievements and try to be supportive, but occasion-
ally family tensions increase to a boiling point and there is heated conflict and
angry confrontations.

Over the past few years, Micaela has experienced remarkable physical, emo-
tional, and cognitive changes that would make her almost unrecognizable to a
younger version of herself. Although sheis not so different from other high
school seniors, understanding how Micaela came to be the person sheisnow is
not easy. How has she been affected by her gender, ethnicity, parents, friends,
teachers, TV, and popular culture?

Unfortunately, there is no single theory of development or personality that can
make sense of al of Micaela's changes or accurately predict her future life course.
Instead, there are dozens of theoretical perspectives, each of which sheds some
light on how adolescents like Micaela are transformed from a child into an adult.
Keep in mind that asindividuals like Micaela develop (show orderly change over
time), so do families, communities, and societies (Lerner, 1986).

In this chapter, we briefly review several developmental theories and models,
each of which addresses afairly narrow domain of development. (The term model
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sometimes is used interchangeably with the term theory but more narrowly de-
scribes the application of agenera theory to a more specific field of interest
[Whitley, Jr., 1996]). Having given much thought to the role that conflicting emo-
tions play in personality, Sigmund Freud might have wondered how much of Mi-
caela's bickering with her parents reflects frustration displaced from her relation-
ship with her boyfriend. Jean Piaget's interest in cognitive devel opment might
have led him to wonder how Micaela uses her impressive reasoning abilities to
promote her point of view during family discussions.
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Freud and Piaget are proponents of stage theories which view developmen-

tal change as occurring in fairly predictable stages or steps. Stage theorists con-
tend that the changes that occur during each life period build on previous
changes and set the groundwork for subsequent development. Parents often em-
ploy a stage model when trying to understand their children. Micaelds father, for
example, views her stubbornness as a stage that she is going through. This helps
him cope with what he sees as her unpredictable mood swings and occasional
bad attitude. Sinceit's just a stage, he assures himsalf, it will pass. Current re-
search in development has been shifting away from stage models toward process
models that emphasi ze interactions between individuals and the varied socia
contexts in which development occurs (Lerner, 1996; Petersen et al., 1996; Wachs,
1996; Zahn-Waxler, 1996).

Existential and behavioral theorists do not view developmental change as oc-
curring in stages. They claim that adolescence is not qualitatively different (differ-
ent in kind) from any other period of life. Rather, we change slightly each day
(Figure 2-1). Existential theorists view the adolescent as "a whole being who not
only existsin the here and now but isinextricably linked to a past childhood
leading imperceptibly to afuture adulthood" (Hacker, 1994, p. 302). Existential
theorists would be interested in Micaela's awareness of her existence as a unique
individual, the meaning that she attributes to her everday life experiences, and
her willingness to take responsibility for her actions and decisions.

FIGURE 2-1 Comparing cumulative change models to stage models.
44

Behaviora (learning) models like that of B. F. Skinner view developmental
change cumulatively. They acknowledge that each day we change alittle bit, but
they see no dramatic changes or shifts from one period of life to the next. Given
the important role in personality development that they attribute to behavioral
consequences (rewards and punishments), behaviorists would be interested in
how Micaela's parents, teachers, and peers use positive reinforcement (e.g.,
praise) and punishment (e.g., criticism) to encourage certain behaviorsin Micaegla
and discourage others,

Skinner might have noted that Micaelais more self-disclosing with her peers
than with her parents, perhaps because her friends are not as critical and de-
manding. In other words, her friends (who, unlike her parents, are her equals)
reinforce self-disclosures (e.g., about possible sexual encounters with her boy-
friend) that Micaela's parents might punish through criticism or disapproval.
Psychosocia theorists, such as Erikson (1963) and Havighurst (1972), would
bring our attention to the developmental tasks and challenges that Micaelafaces
as amiddle-class adolescent in a highly competitive technological culture, includ-
ing coming to terms with her emerging sexuality, becoming more independent,
adjusting to new peer group standards and pressures, and especially, formulating
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an adult self-concept. According to Erikson, Micaela's self-concept must integrate
the various roles she has taken on in her community, as well as her personal val-
ues, spiritual beliefs, and vocational aspirations.

The interactional -contextual model of development, the last and most com-
prehensive model that we consider in this chapter, emphasizes the complex rela-
tionships between individuals and the various settings that they inhabit (Lerner,
1996). This model reminds us that Micaela's devel opment does not occur in a
vacuum. On atypical day, she spends her time in several different places (e.qg.,
home, school, workplace) and with many different groups of people (e.g., par-
ents, teachers, peers). Like all of us, Micaelais influenced by cultural media such
asmusic and TV, members of her community, her socioecomic status, religious
instruction, national events, and the sexism and racism that are inherent in most
human cultures (Watts, Machabanski, & Karrer, 1993).

Her encounters in one particular setting with one group

of individuals will influence her behavior and feelings

in other settings. For example, she may be inattentive

in math class after an argument with her sister.

In subsequent sections of this chapter, we will

elaborate on these and other models of devel opmen-

tal change. Note how each model sheds light on cer-

tain aspects of Micagla's development. Keepin

mind that although most models address a some-

what narrow slice of adolescent development,

throughout this text we will try to view the ado-

lescent as awhole, complete, yet developing

person.

45
DOMAINS OF DEVELOPMENTAL CHANGE

Study Question: How can we organize the myriad changes of adolescence into
asmall number of useful categories?

We can assign each of the features of Micaglaslife cited in the previous
section to one of three categories of developmental change: physical, cognitive,
and psychosocial. The physical domain of development includes bodily
changes such as growth, sensory and motor development, and sexual matu-
ration. Micaelais larger, stronger, and faster than she was as a younger child.
Her well-proportioned body and long legs are physical qualities that help her
to compete successfully on the track team.

The cognitive domain of development includes mental and intellectual

abilities that allow us to make sense out of our everyday experiences. Micagla's
ability to think and reason about her life as an adolescent is much more im-
pressive than when she was younger. Micaela can think in complex ways about
her relationships and family problems. For example, sometimes she notices
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inconsistencies, even contradictions in her parents' reasoning. She writes amus-
ing poems and stories with symbolism and abstract ideas and composes fiction
that transcends her own life experiences. Cognitive abilities involving memory,
learning, thinking, and reasoning emerge and change over the course of the life
span, but most dramatically during childhood and adol escence.

The psychosocial domain of development includes changesin personality,
motivation, emotions, self-concept, and social behavior. Thisdomainiscalled
psychosocial because the changes it addresses involve the interplay of psycho-
logical (personal) and social factors. Micaela views herself as a member of and
participant in avariety of groupsincluding her family, her ethnic group, her
crowd at school, her soccer team, her relationship with her boyfriend, and the
school community. She senses that her behavior and emotions are inextricably
woven into the fabric of her family life, peer relationships, and community
obligations.

Although most physical growth and cognitive development is complete by
early adulthood, important psychosocial changesin personality, relationships,
and roles continue throughout the adult years. Keep in mind that changesin one
domain of development usually lead to changesin the other domains. For example, in
the next chapter, we will see how the physical changes of puberty affect vir-
tually every other aspect of adolescent development. (Table 2-1). As Micaegla's
body became more shapely during puberty (physical domain), her identifica-
tion and appreciation of herself as afemale deepened (cognitive domain), and
people (especially boys) treated her differently (psychosocial domain). Thought

Table 2-1 The Three Domains of Developmental Change

Physical domain: growth and maturation-heredity, physical growth, sensory and
motor development, sexual maturation

Cognitive domain: how we know the world-development of perception, memory,
learning, thinking, reasoning, problem solving, intelligence

Psychosocial domain: changes in personality, emotions, and social behavior

46

Question: What changes in the psychosocial domain of development might lead
to changes in the physical domain?

THEORIES OF DEVELOPMENT

The major task in any science is the development of theory. A good theory issim-
ply agood explanation of the processes that actually take place in a phenome-
non.... But to construct theories, one must first know some of the basic facts....
(Schmidt, 1992, p. 1177)
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Each year in the United States, about 1 million unmarried teenage girls become
pregnant. How can we understand why so many sexually active teenagers
avoid taking precautions that would avoid unwanted pregnancy? Don't they
understand the relationship between intercourse and pregnancy? Do they really
want to become pregnant? Do they just hope and pray that it won't happen to
them? Or do they think that getting an abortion is no big deal? Before we can
have any hope of solving this serious socia problem, we must understand the
key factorsinvolved. That is, we need relevant information. One goal of science
ISto satisfy society's continuing thirst for useful knowledge about human be-
havior and devel opment.

Because human affairs are complicated and usually difficult to explain,
behavioral researchersinitially speculate about how life events influence be-
havior and development. Perhaps some boys don't use condoms during sex
because they are too embarrassed to buy them. Maybe some girls are coerced
into having sex by boyfriends who threaten to abandon them if they do not
submit. Hypotheses like these are predictions (guesses) about how events are
related to each other. Research hypotheses usually are based on the (often lim-
ited) evidence available, casual observation, or even intuition. Theories of de-
velopment are intended to describe, predict, and explain changes in behavior
over the life span, from conception to death (Box 2-1).

Theorists attempt to organize and summarize existing facts "in a reason-

able, internally consistent manner. A theory should also make predictions [hy-
potheses| concerning phenomena not yet investigated and allow clear tests of
these predictions. At their best, theories explain phenomena as well as describe
and predict them" (Plomin, 1994, p. 159).

Asthe quote that begins this section implies, all worthwhile theories begin
with existing knowledge (Schmidt, 1992). When organized into a body of
knowledge, they offer useful perspectives that we might otherwise overlook.
Theories are always tentative; we can never know anything with absolute cer-
tainty. Are you consciously reading this sentence now or are you dreaming it?
How can you tell? The results of any particular study may support or contradict
our predictions but cannot establish their truth or falsity. A good exampleis
Charles Darwin's theory of the origin of species. We can never know for sure
what happened yesterday, let alone thousands or millions of years ago. How-
ever, so much evidence in so many diverse disciplines supports Darwin's the-
ory of evolution that its basic premise (evolution through natural selection) is

47

A theory isaset of statements about how variables are related. Most
developmental theories attempt to describe, predict, and explain specific
changes in behavior over some part of the life span. To do so, they must
generate testable predictions, that is, ones that can be confirmed or
disconfirmed. In other words, the statements that comprise a theory must
have been verified by research or are potentially verifiable (Whitley, Jr.,
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1996). When research results confirm atheory's predictions, our confidencein
the theory is strengthened. When research findings contradict atheory's
ptredictions, the theory is modified accordingly or abandoned.

Not al theoretical assumptions are subject to empirical testing.
Environmentalists like John Watson assumed that learning plays the major
role in human development, whereas ethol ogists assume that heredity and
evolution are the key factors. Most modern theorists assume that almost all
developmental change depends upon the interaction between heredity and
life experience, but this assumption is amost impossible to prove.

Good theories do not contradict themselves, are in agreement with what

is already known about atopic, and are consistent with related theories. They
are parsimonious (not unnecessarily complicated), and their terms are clear
and Well-defined. The best developmental theories serve three purposes:
They help us to organize what we believe we know about devel opment, they
extend our knowledge, and they guide future research and theorizing
(Whitley, Jr., 1996). Since the ultimate goal of a developmental theory isto
further our understanding of behavior and personality, we hope that a theory
Isuseful, that is, applicable to what some call the real world.

Box 2-1
Characteristics
of
Developmenta
Theories

accepted as fact by most reasonable people. Only disconfirming evidence or a
better theory would lessen our confidence in Darwin's theory. Thought Ques-
tion: What role should faith or personal belief play in a behavioral science?
Darwin's theory of evolution and Sir Isaac Newton's laws of motion are
impressive because they are relatively easy to understand, yet they explain so
much about the natural world. And they are testable, that is, both models
generate hypotheses that can be confirmed or disconfirmed through objective
observation and measurement. Elaborate theories like Freud's and Erikson's
generate hypotheses that are not as easily tested. For example, Freud's postu-
lation of an unconscious "death wish" to explain self-destructive behavior is
almost impossible to confirm or refute. In any case, there is no one theory of
development that can make sense out of everything that we know about how
people change. Instead, we find many theories, most being attempts to explain
one particular aspect or domain of development. Thought Question: Why are
successful theories harder to develop in the behavioral sciences than in natural
sciences such as physics, chemistry, and biology?

Developmental theories differ not only in the particular domain of devel-
opment that they address but also in how they view the nature and causes of
development. Some theorists, such as G. Stanley Hall and his student Arnold
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Gesdll, heavily emphasized the role of biology (nature) in development, espe-
cially heredity and maturation. Most biological theories view development as
aprocess in which our biological nature gradually unfolds according to some
unigue inherited design. It is partly because people prefer conceptually simple
answers to gquestions about behavior that biological models are so popular
(Regan, 1996).

To environmentalists like John Locke, John Watson, and B. F. Skinner, de-
velopment reflects primarily the conditions of rearing (nurture), diverse life
situations, and personal encounters that gradually shape our behavior and per-
sonality. Therole of biological factors and individual differences usually is
minimized. Interactional models of development, discussed later in this chap-
ter, acknowledge both biological and environmental influences on develop-
ment. They attribute developmental change to dynamic interactive processes
between individuals and their environments involving inherited dispositions,
socialization, family dynamics, cultural practices, and an individual's unique
life situation (Plomin, 1994; Zahn-Waxler, 1996).

EARLY THEORIES OF DEVELOPMENT
John Locke

John Locke (1632-1704) was a British philosopher and statesman. He advocated
a perspective known as etnpiricism. Empiricism is the assumption that all
knowledge is derived from experience (especially sensory experience) and men-
tal reflection. In other words, we know the world by observing it through our
senses and then by reasoning about what we have observed.

Before Locke's influence was felt, It was widely believed that people were

born with innate ideas and morals, presumably instilled by God. L ocke chal-
lenged this belief. If the mind contains innate ideas, he reasoned, then all people
should have the same ideas. Obvioudly, thisis not the case. According to Locke
(1690, 1693), at birth achild's mind is atabularasa-that is, ablank slate devoid
of knowledge or ideas. All knowledge, he claimed, comes from our experiences
with the world and from our ability to reflect on (reason about) these experi-
ences. However, he acknowledged that children differ intellectually and, there-
fore, in what they can learn. He also allowed for differencesin children's tem-
peraments, suggesting that at birth children's personalities, unlike their minds,
are not totally blank (Grain, 1992).

L ocke's empiricism, predating by centuries the radical environmentalism

of behaviorists like John Watson and B. F. Skinner, emphasized the importance
of nurture (rearing and education), practice, imitation, and rewards in chil-
dren's development. He opposed the use of punishment. Many of Locke's
learning principles-repetition, rewards, imitation, minimal use of punish-
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ment-have been incorporated into modern learning theory and educational
practice. His observation that children's personalities are different from adult
personalities provided the groundwork for modern theories of development
(Hergenhahn, 1992). L ocke certainly would approve of the child-focused nature
of modern life and of the use of positive incentives by parents and teachers to
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John Locke (left) and Jean Jacques Rousseau (right) began a nature-nurture debate
that continues to this day.

help today's youth become productive members of society. However, having
so valued self-control, Locke might be alittle dismayed by the lack of discipline
and resolve that he would observe in so many of today's teenagers.

Jean Jacques Rousseau

Unlike John Locke, the French philosopher Jean Jacques Rousseau (1712-1778)
favored nature (biology) in the nature-nurture controversy. He emphasi zed
what he called natural processes (biological maturation) in development. Ac-
cording to Rousseau, nature allows children to develop different abilities at
different stages of growth. Jean Piaget later expanded on this insight-the
emergence of new abilitiesis age-related.

To Rousseau, child rearing and education were either irrelevant or negative
forces in development. He had little faith that parents or teachers could allow
children the freedom that they needed to become healthy individuals. Better to
minimize adult guidance and let the child explore the world through her senses.
Let her think for herself (Grain, 1992; Hergenhahn, 1992). Parents tend to raise
their firstbornsin the spirit of John Locke ('Y ou will sit there and eat those
vegetables') and their laterborns according to the gospel of Rousseau ("You're
going to marry your tennis coach? What a wonderful ideal").

Rousseau formulated the first stage theory of child development, citing

infancy (birth to 2 years), childhood (2-12 years), late childhood (12-15 years)
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and adolescence (15-20 years). Each stage, he maintained, has distinctive psy-
chological characteristics that should be taken into account when rearing and
educating children (Grain, 1992).

What we refer to today as adolescence begins at puberty, a"second birth"

for children, marked by increasingly passionate behavior. "A change of temper,
frequent outbreaks of anger, a perpetual stirring of the mind, make the child
almost ungovernable" (Rousseau, 1762, p. 172). To his credit, Rousseau ob-
served that youth are more sociable and less selfish than younger children and
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more subject to peer pressure. Sexual feelings, he surmised, lead to an interest
in and attraction to the opposite sex and perhaps a readiness for marriage.
Rousseau also acknowledged cognitive advances in adolescents that allow them
to think like adults about scientific and moral issues. To a surprising extent,
Rousseau's 18th-century depiction of adolescents anticipated many modern
conceptualizations of this period of life (Grain, 1992). Thought Question: If we
took Rousseau literally and raised children with minimal socialization and
education, how do you think they would turn out?

MODERN THEORIES OF ADOLESCENT DEVELOPMENT
Biological and Evolutionary Models
Gesell's Maturational Model

Like Rousseau, Arnold Gesell (1880-1961) viewed development as the gradual
unfolding of achild's biological nature (Gesell & Ug, 1943). Children differ in
how quickly they develop-for example, the age at which puberty begins and
its duration. However, almost al children show the same sequence of devel-
opmental changes. Gesell and Rousseau maintained that each of us possesses
an innate "timetable" that dictates when new behaviors and abilities will
emerge. Both theorists urged parents to be flexible in rearing their children and
to avoid pushing a child in one direction or another. Instead, parents should
respect the natural, inevitable flow of their children's development. One can
only wonder what their reaction would be to the hectic pace and pressures of
family lifein the late 20th century.

Today we know that development is not static and fixed but rather unfolds
over the life span. As we mature, each of us becomesincreasingly differenti-
ated, that is, more complex and unique, more of an individual. Some devel-
opmental changes are essentially continuous, notably aging. Other changesin-
volve transitions from one form to another, such as the pubertal metamorphosis
from child to adult body (Graber & Brooks-Gunn, 1996). The extent to which
development is continuous or discontinuous is still debated by theorists, but

as we noted in Chapter 1, we observe both quantitative change (change in
amount) and qualitative change (change in kind) during adolescence.

Most current models of development view biological and experiential fac-
torsasreciprocal and interactive (Ge et al., 1996; Wachs, 1992, 1996). That is,
biological change both influences and isinfluenced by an individual's psycho-
logical, social, and historical development. The question no longer is"Which

Arnold Gesdll
overemphasized
the role of biology
in development
and minimized
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therole of the
environment.
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IS more important to development, nature or nurture?' but rather "How do
biology and life experience interact to produce developmental change?'

Evolutionary and Ethologica Theory

Charles Darwin (1809-1882) did not originate the ideathat life on earth evolved
from simple to complex organisms over long periods of time. Greek philoso-
phers suggested this possibility over 2,000 years ago. However, Darwin was
the first to describe the mechanism, natural selection, by which a species hab-
itat perpetuates certain traits rather than others. The main tenet of natural se-
lection is that traits that promote an organism's survival proliferate through
sexual reproduction.

Genes, the basic units of heredity, give rise to the biological "packaging"

that we call bodies. Because children inherit their genes from their parents, we
are not surprised by the physical resemblance usually seen among family mem-
bers. Human genes evolved over long periods of time and do not seem to have
changed substantially during hundreds of thousands of years. Our physical
makeup is not very different from that of our ancient ancestors. On the average,
we are larger and healthier than our ancestors and live longer. Thisis mainly
attributable to modern diet, sanitation, and medical technology but could also
reflect changesin our genetic makeup (Figure 2-2).

In trying to understand adolescent development, theorists known as ethol -
ogists invoke evolutionary theory. They look for connections between evolu-
tion, heredity, biology, current life circumstances, and adolescent behavior (see
Spotlight - Can Evolutionary Theory Help Us Understand Adol escent Behav-
ior?). Puberty and sexual maturity are particularly important concepts in etho-
logical models of adolescent behavior. Ethologists are interested, for example,
in how secondary sexual characteristics such as body hair, breasts, and body
shape signal fertility to potential mates. Ethologists cite genetic and evolution-
ary principles when trying to understand parent-adol escent and peer relation-
ships, unwed motherhood, self-concept, sexual orientation, psychological gen-
der differences, antisocial behavior, puberty rites, and parental investment in
child rearing (Angier, 1997; Buss, 1995; Elkins, McGue, & lacono, 1997; Savin-
Williams & Weisfeld, 1989). Environmental theorists usually are less than en-
thusiastic about such conjectures, which are difficult to test empirically.

Charles Darwin's

theory suggests
links between
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evolution, hered-
ity, and current
adol escent
behavior.

FIGURE 2-2 Rela
tion between evo-
lution, heredity,
maturation, and
growth.

OF THE
SPOTLIGHT - Can Evolutionary Theory Help Us
Understand Adolescent Behavior?

Evolutionary models of development propose that any complete picture of
adolescent development must take heredity into account. Belsky, Steinberg,
and Draper (1991) present a provocative developmental model based on
evolutionary principles. They hypothesize that individuals who have en-
dured very stressful childhoods later adjust their mating and parenting be-
haviors accordingly.
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Children whose caregivers are untrustworthy, abusive, or unavailable,
Belsky and his colleagues suggest, develop a set of reproductively adaptive
characteristics, such as early puberty and precocious sexuality. These char-
acteristics improve reproductive success for children raised under less than
optimal conditions. None of these adaptations is presumed to be conscious
or intentional. Critical Thinking Question: Why would early fertility and
sexual precociousness be adaptive for teenagers who were raised in troubled
families?

According to Belsky's hypothesis, during adulthood individuals who

have had unstabl e childhoods become involved in unhealthy relationships
and show little patience with their own children. Belsky hypothesizes that
children who enjoy stable family relationships and nurturant parenting in
their early years avoid early sexual encounters and eventually have stable,
supportive adult relationships. One corollary of this model is that closeness
to parents during childhood delays the onset of puberty, perhaps reflecting
evolutionary pressure to inhibit incest (Steinberg, 1988,1989). The key point
of this evolutionary model of socialization isthat "early experience 'sets the
reproductive strategy that individuals will follow in later life" (Belsky et al.,
1991, p. 647) (Figure 2-3).
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FIGURE 2-3 Relationship between early stressful experiences and reproductive be-
havior. (From Belsky et al., 1991, p. 65
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Belsky's model is controversial (Maccoby, 1991) because it suggests that
reproductive and mating strategies during adolescence and adulthood are
programmed to some extent by early childhood experiences. (How would
Freud feel about thisidea?) Belsky's hypothesis has received mixed research
support (Graber, Brooks-Gunn, & Warren, 1995). In one longitudinal study
of 16-year-old girls (Moffitt, Caspi, Belsky, & Suva, 1992), the effect of fam-
ily stress on the timing of menarche was not found to be mediated by child
behavior problems (contradicting the model). However, family conflict and
father absence in childhood did predict earlier onset of menstruation (sup-
porting the model). Another study found that compared to girls from intact
families, girls from conflicted and divorced families have earlier onset of
menstruation (Wierson, Long, & Forehand, 1993). Can you think of an ex-
planation for this observation that is not stress-related?

Cognitive Developmental Models

Cognitive models of development, such as that of Jean Piaget (1896-1980), em-
phasize the critical role that thinking and reasoning play in development. In

Chapter 4, we will examine at length Piaget's model of cognitive development

as it applies to adolescents. We know that adol escents reasoning abilities are

more advanced than those of younger children but not quite as sophisticated

as those of young adults. We teach geometry to high school students, not to
elementary school students, yet we do not consider most high school students

to be responsible enough to marry or to raise children (although many do).

Since thinking and reasoning influence our feelings and behaviors, it is

important to understand how adolescents think and reason about the world,

especially their social environment and their own behavior. The information-
processing approach attempts to understand adol escent reasoning by determin-

ing exactly what is happening when adol escents receive, perceive, and remem-

ber information and how they think about and use information. (This and other
approaches to intellectual development are described in Chapter 4.) The key

point to remember about cognitive models of development is that how we know

the world changes over the course of childhood and adolescence. And how we know the
world has an enormous impact on our self-concept, behavior, and emotional life. Crit-
ical Thinking Question: What is the relationship between how we know and

what we know?

Freudian (Psychodynamic) Models
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Freudian theory offers a storm and stress view of adolescence, emphasizing the
role that family conflict and sexual tension play in motivating adolescent be-
havior (Elman & Offer, 1993). Sigmund Freud (1856-1939), the founder of psy-
choanalysis, viewed adolescence as a psychological reaction to puberty. Ac-
cording to Freud, during puberty adol escents experience a variety of powerful
impulses, including sexual feelings toward the opposite-gender parent and ri-
valry with the parent of the same gender. For example, boys feel attracted to

Despite shortcom-
ingsin his model
of cognitive devel-
opment, Jean Pia-
get has contrib-
uted more than
anyone elseto our
understanding of
how young people
think and reason
about the world
and about
themselves.
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their mothers and competitive with their fathers. The increase in tension causes
"both unpleasurable and pleasurable sensations, to which a person must and
will adapt in various ways. These adaptations then form the basis of personality
development during adolescence" (Richards & Peterson, 1987, p. 39).

In effect, adolescents must find a middle ground between indulging their
impulses and completely denying or suppressing them. Freud (1920) consid-
ered the most important task of adolescents to be separating from their parents
and establishing alife of their own. Incestual sexual impulses and rivalries
hasten this separation. Because sexual desire directed toward family members
is socially unacceptable, it ultimately encourages adolescents to seek intimacy
from peers (Bios, 1962) (Figure 2-4).

Anna Freud, Sigmund Freud's daughter, elaborated on the role that emo-

tions play in helping adolescents separate from their families. She saw adoles-
cence as a "normative developmental disturbance" (A. Freud, 1969) that occurs
when adolescents' conflictual feelings compel them to flee from the family en-
vironment. Anna Freud viewed family tensions as normal and even desir-

able because they help adolescents accomplish one of the most difficult tasks
they face: separation (A. Freud, 1958). Critical Thinking Question: What fac-
tors other than family tensions motivate adolescents to want to become
independent?
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Psychodynamic theories link early childhood experiences, family tensions,

and adolescent behavior. One problem with a turbulence model of adolescence
isthat it perpetuates the stereotype of the troubled teenager. Teenagers who
are easygoing and compliant are seen as pathological. Further, if emotional
disturbance during adolescence is considered normal, it does not have to be

Sigmund Freud and his
daughter Anna agreed that
adolescents conflictual feel-
ings facilitate the process of
separation from their parents.
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FIGURE 2-4 Freud's direct-effects model.

taken serioudly ("Well, she's depressed again, but she'll grow out of it"). Many
young people who are having a hard time do not grow out of their problems
and need help (Elman & Offer, 1993).

Research contradicts the stereotype of the adolescent in turmoil. Most ad-
olescents get along fairly well with their parents, teachers, and friends and
prefer to avoid conflict when possible (Offer, 1985). Nowadays, most psycho-
dynamic theorists deemphasi ze the role of sexual tensions in adolescent per-
sonality and instead focus on how the ego or self contributes to adolescent
functioning (Sandier, 1992).

Psychosocial Developmental Models

The developmental models described by Gesell, Freud, and the ethologists ad-
dressed mainly the physical (biological) domain of development. Psychosocial
developmental models, such as those of Erik Erikson and Robert Havighurst,
view the sequence and timing of key life events as crucial factors in develop-
ment. Adjustment depends on successful completion of critical tasks facing an
individual at different pointsin life, including acquiring the cognitive and socia
skills valued by one's culture and community (Klaczynski, 1990).

Erikson (1963) described eight psychosocial stages of development that en-
compass the life span (Table 2-2). At each stage of development, individuals
face distinctive tasks, conflicts, and challenges. One's readiness to address a
particular task reflects mainly biological maturity and motivation to rise to the
challenge. We will revisit Erikson's model and itsimplications for adol escent
identity in Chapter 6.

Havighurst (1972) defined a developmental task as one "which arises at

or about a certain point in the life of the individual, successful achievement of
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which leads to his happiness and success at later tasks, while failure leadsto
unhappinessin the individual, disapproval by society, and difficulty with later
tasks' (p. 2).

Most developmental tasks, such as becoming more self-sufficient, creating

an adult identity, or acquiring values, are not specific to any particular life
period. But certain life periods (like adolescence) provide excellent opportu-
nities to work on tasks such as those just mentioned.

Havighurst and Erikson agreed that identity formation is the central task

According to Erik
Erikson, at each
stage of life indi-
vidualsface dis-
tinctive develop-
mental tasks,
conflicts, and
challenges.
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Table 2-2 Erikson's Developmental Stages
Stage Developmental Task

Infancy Trust vs. mistrust-will infant trust or mistrust its caregivers?
Toddlerhood Autonomy vs. shame and doubt-will toddler feel pride or
shamein its new abilities?

Early childhood Initiative vs. guilt-will child take initiative or fear failure?
Middle childhood Industry vs. inferiority-will child learn the skills of its
culture or feel inferior?

Adolescence Identity vs. identity diffusion-will adolescent create a
satisfying adult identity or lack direction?

Early adulthood Intimacy vs. isolation-will young adult form close
relationship with another or feel isolated?

Middle adulthood Generativity vs. stagnation-will adult contribute to the next
generation or feel interpersonally impoverished?

L ate adulthood Integrity vs. despair-will elderly person accept his/her life
or feel unfulfilled?

(From Erikson, 1963)

of adolescence. Havighurst described eight other tasks that most adolescents
must address (but probably won't complete) before young adulthood (Table 2-
3). Each subtask supports the creation of a personal identity: (1) developing
mature relationships with male and female peers, (2) accepting a masculine or
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feminine sex role, (3) accepting one's body and physical appearance, (4) becom-
ing emotionally independent of parents, (5) preparing for marriage and family
life, (6) preparing for economic independence, (7) acquiring values that will
guide one's behavior, and (8) exhibiting socialy responsible behavior.

Keep in mind that the specific tasks and challenges that one faces vary
according to one's gender, culture, ethnic group, and personal circumstances.
Specific life tasks could include attaining an impressive SAT score, knowing
how to sail, being good with children, or memorizing portions of the Bible.

Table 2-3 Havighurst's Developmental Tasks of Adolescence

Forming mature relationships with male and female peers
Adopting a masculine or feminine social role

Accepting one's body

Achieving emotional independence of parents and other adults
Preparing for marriage and family life

Preparing for a career and becoming self-supporting
Acquiring values that guide one's behavior

Exhibiting socially responsible behavior

(From Havighurst, 1972)
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Some tasks, such as acquiring a set of meaningful values, may be applicable to
awide range of adolescents from dissimilar backgrounds, but adolescents from
different social, cultural, or ethnic backgrounds face different tasks at different
pointsin their lives (Klaczynski, 1990).

Awareness of developmental life tasks helps adults to be more supportive

of children's development. For example, it isimportant for parents and teachers
to view adolescent questioning of their authority asanormal and healthy desire
for autonomy rather than as an "attitude problem" that requires a forceful
display of adult power.

Existential Models

Existential (also known as humanistic or phenomenological) psychologists seek to
understand the meaning of human existence, not from the point of view of an
objective observer but from the point of view of the developing person. They

ask, "What does it feel like to be an adolescent?' Existential psychologistslike
Abraham Maslow (1971) and Carl Rogers (1961) view each person as a complete
thinking and feeling individual with enormous potential for growth rather than
asjust a collection of behaviors, stages, or domains of development.

Existential concerns of adolescents include the meaning of life, isolation,
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love, alienation, mortality, and taking responsibility for the decisions they make
(Hacker, 1994). Existential theorists assume that each of us has free will, or the
ability to make choices that are free of influence. Critical Thinking Question:
Does the premise that each of usis ultimately responsible for his or her own
behavior require the assumption of free will?

Existential psychologists are interested in adolescents' cognitive devel op-
ment, but only to the extent that advanced reasoning abilities help adol escents
gain a deeper awareness of their existence in the world (Hacker, 1994). Al-
though mainstream psychol ogists criticize existential psychology's philosoph-
ical base and subjective methodology, existential models often provide plau-
sible and dramatic depictions of adolescent life. There are domains of
adolescent experience (e.g., spiritual awakening) that are interesting and im-
portant even though they are not very susceptible to direct scientific
examination.

Fischer and Alapack (1987) offer an existential analysis of adolescent first
love. They use personal accounts provided by studentsin an adolescent psy-
chology class. These investigators attempted to capture the reported first love
experiences using the following qualities: absolutes ("I love everything about
you"), unigueness ("Nobody has ever loved like we love"), perfection ("My
one and only true love"), and togetherness ("We did everything together").
Such an analysis allows us to view adolescent first love from the adolescent's
point of view rather than from the theorist's. Those who live with or work with
adolescents would respond more sympathetically during hard timesiif the
adolescent's point of view were better understood.

Critical Thinking Question: As a researcher, how much credibility would

you give to adolescents' personal accounts of their sexual experiences? What
could you do to increase their credibility?

58

Existential psychologists are
interested in what it feelslike
to be an adol escent.

Learning Models

Virtually all behavioral scientists acknowledge the important role that learning
and the socia environment play in human development, agreeing with John

L ocke that knowledge and character are strongly rooted in everyday life ex-
perience. John Watson (1878-1958) originated the behaviorist school in modern
psychology, asserting that the only proper subject matter of psychology is ob-
servable behavior. To abehaviorist, in effect, you are what you do.

lvan Pavlov (1849-1936) and B. F. Skinner (1904-1990) discovered princi-
ples of learning that account for the acquisition, persistence, generalization, and
suppression of behavior. Although learning models do not address learning in
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any particular life period, they imply that most adolescent behavior is learned
and maintained according to principles of classical conditioning (Pavlov), op-
erant conditioning (Skinner), and observational learning (Albert Bandura).

For the most part, learning models ignore or downplay biological factors

such as hormones and regject hypothetical mentalistic concepts such as mind,
ego, and self. In explaining behavior, behavioral (learning) models focus on
how the environment shapes and maintains behavior rather than on feelings
and cognitive abilities, which are less accessible to empirical examination. Skin-
ner (1974) and Bandura (1986) disagreed about the role that cognitions or in-
terpretations play in behavior. Skinner advocated an objective environmental
model, whereas Bandura maintains that cognitions usually mediate between
the environment and behavior (see Figure 2-5). Both probably are right some
of the time.

Bandura and Skinner would agree with most other psychologists, however,
that behavior and development are determined by environmental events, es-
pecially socialization and education. Both theorists rejected the possibility that
humans, and therefore adolescents, have free choice. However, both would
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B. F. Skinner (left) and Ivan Pavlov (right) described powerful learning principles
that help explain cumulative changes in human behavior and devel opment.

allow that adolescents partly create the environment that determines their be-
havior. Bandura (1986) stresses the importance of encouraging self-efficacy in
young people, the belief that they can solve their problems and cope with their
emotions. A Skinnerian view of adolescent behavior emphasi zes the importance
of behavioral consequences (reinforcers and punishments) in shaping adoles-
cent behavior. Prosocial behavior earns money, grades, recognition, and ap-
proval. Punishments such as disapproval, poor grades, and speeding tickets
discourage selfish, lazy, and antisocial behavior. Skinner believed that society
should provide young people with opportunities to gain meaningful reinforcers
for achievement and prosocial behavior. Nonbehaviorists criticize learning
models as offering a passive and simplistic view of child and adolescent be-
havior. Nevertheless, parents and teachers who understand basic principles of
learning and motivation are more likely to socialize their children using posi-

FIGURE 2-5 Comparison of Skinner's
and Bandura's models.
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tive rather than coercive strategies. Critical Thinking Question: What limita-
tions would existential psychologists see in astrictly behavioral view of ad-
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olescence? What limitations would behaviorists see in the existential model ?

| nteractional -Contextual Models:
The Ecology of Human Life

The earliest developmental models proposed that biological and environmental
factors have direct and universal effects on development. For example, as noted
earlier, Freud claimed that pubertal hormones exert a direct (unmediated) in-
fluence on adolescents' social behavior and adjustment. However, we now
know that how puberty affects development depends on specific contextual
conditions, including an adolescent's self-esteem, family stability, peer group
support, and cultural factors (Lerner, 1992,1996).

I nteractional-contextual (ecological) models of development take into account all
categories of influence on human behavior-heredity, family history, socioeco-
nomic status, quality of family life, ethnic and cultural background-and an-
alyze how they interact with each other to generate developmental change. The
interactional-contextual model (Bronfenbrenner, 1979, 1989; Lerner, 1996) pro-
poses that each individual's development is embedded in a complex physical
and social network of parents, siblings, peers, neighborhood, school system,
community, and culture. Changes in one level of organization (e.g., the family)
are dynamically related to developmental changesin other levels (e.g., the peer
group). Thus, patterns of development and behavior that are rooted in biology
or family life are maintained or changed by encounters beyond the family. This
process continues over the life span (Figure 2-6).

FIGURE 2-6 The four layers
of the environment in ecologi-
cal systems theory. The micro-
system refersto relations be-
tween the child and the
immediate environment, the
mesosystem to connections
among the child'simmediate
settings, the exosystem to so-
cia settings that affect but do
not contain the child, and the
macrosystem to values, laws,
and customs of the child's
culture. (From Berk, 1996)
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The interactional-contextual perspective describes multiple interacting

paths of influence at different "levels' of an individual's environment (Bron-
fenbrenner, 1979, 1989; Wachs, 1992, 1996). Unfortunately for developmental
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researchers, there are alarge number of factorsinteracting (influencing each
other) at biological, personal, and environmental levels. A given level of or-
ganization influences and isinfluenced by all other levels. It is the pattern of
relations among levels at agiven point in time that "causes' behavior and
development (Lerner, 1992,1996).

Consider, if you will, two sisters who attend the same high school. The

older one excels academically and the younger one struggles to get passing
grades. The older sister has a close relationship with her mother, who happens
to be unmarried. The younger, less achieving sister is more emotionally distant
and has frequent conflicts with her mother and sister. At first glance, it seems
odd that sisters would differ so much in their relationships and in their aca-
demic achievement. As siblings, they share approximately half their genes, the
same home and school, and the same parent. How do we go about understand-
ing, let's say, the divergence in their school performance?

The number of factors affecting the girls academic achievement is sizable,
including their mother's educational background, the level of family function-
ing, each parent-child relationship, socioeconomic factors, the quality of in-
struction they receive, the high school environment, peer relationships, and so
on. Some of these factors encourage similarities in the girls development; oth-
ers generate differences.

The effect that an environmental factor such as parental education has on
some aspect of development such as achievement almost always depends on a
host of other so-called mediating variables (Figure 2-7). Technically speaking,

FIGURE 2-7 Comparing mediator

(a) and moderator (b) variables us-
ing effect of puberty on adjustment
as an example.
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mediators are variables through which the independent variable affects the
dependent variable. When asked what effect a particular independent variable
has on behavior or development, we can almost always answer, "It depends.”
"It depends’ means that other factors mediate between the environmental vari-
able and the behavior of interest. The effects of parental divorce on achild's
adjustment, for example, depend on the child's age, gender, emotional re-
sources, and so on.

Moderator variables usually take the form of individual differences and
situational factors that interact with an independent variable to produce be-
havioral and developmental outcomes. For example, an adolescent's self-
esteem (the moderator variable) can weaken or strengthen the effect of peer
influence (the independent variable) on deviant behavior (the behavioral
outcome).
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By emphasizing person-context relations, interactional and contextual

models offer amore plausible view of development than do the smplistic di-
rect-effects models described earlier in this chapter. The down side of the con-
textual approach isits potential complexity. To understand your own devel-
opment and personality, for example, we must take into account your unique
biological packaging and dispositions, your family and educational history,
your current life circumstances, cognitive abilities, and so on. Much of what
we would need to know about you to understand your personality (i.e., why
you turned out the way that you did) would not be readily available to re-
searchers or even to you.

Table 2-4 Developmental Models of Adolescence

Biological models emphasize the importance in development of heredity and
maturation, especially as manifested during puberty.

Ethological (evolutionary) models focus on adaptive behaviors or qualities that we
observe in adolescents and their possible origins in the evolution of our species.
Cognitive models of adolescent devel opment describe the sophisticated thinking and
reasoning abilities that emerge during adolescence and the crucia role that these
abilities play in the formation of adolescent self-concept, identity, and relationships.
Psychodynamic models describe how sexual and other unconscious impulses lead to
family conflict, which in turn motivates adolescents to become more self-sufficient.
Psychosocial models of development emphasize the interplay between individual and
social factors. They maintain that adolescent development is best understood in terms
of specific crises or developmental tasks that adolescents face such as creating an
adult identity or acquiring prosocial values.

Existential models describe what it feels like to be an adolescent and highlight
adolescents search for meaning in their lives.

L earning models emphasize environmental influences, especially observational
learning and the effects on adolescent behavior of positive and negative encounters
with others.

Ecological-interactional (contextual) models take multiple levels of influence into
account, ranging from an adolescent's immediate family environment to peer, schooal,
community, and cultural influence.
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The interactional-contextual model highlights the important role played by
the links that exist between two or more settings that family members inhabit.
What happens to the girls at home affects their behavior at school (and vice
versa). For example, family arguments make it harder to concentrate in school;
schoolwork interferes with getting chores done. Some of Mom's encounters at
work (e.g., advice from friends) may affect her parenting behavior at home.
Work-related stress reduces her emotional availability to her daughters when
they need comfort or reassurance. At the highest level of contextual influence,
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Western culture provides Mom and the girls with certain beliefs, resources,
opportunities, limitations, and hazards that can have a considerable impact on
the course of their lives (Table 2-4).

SUMMARY

1. Those who study human development are
interested in several types of changes. physical
growth, cognitive-intellectual advancement,
and changes in emotions, personality, and so-
cial behavior. Theories of development, by or-
ganizing and summarizing existing knowledge,
are intended to describe, predict, and explain
changes in behavior, thinking, emotions, and
experience.

2. Thereis no single theory of adolescent de-
velopment. Several types of theories are de-
scribed in this chapter, most focusing on a
particular aspect of development. Biological
models emphasize the importance in devel op-
ment of heredity and maturation. Evolutionary
models focus on adaptive behaviors or qualities
that we observe in adolescents and their possi-
ble originsin the evolution of our species.

3. Cognitive models of development describe
the impressive thinking and reasoning abilities
that emerge during childhood and adol escence
and the crucial role that they play in amost all
aspects of adolescent development. Psychody-
namic models describe how sexual and other
tensions lead to family conflict, which, in turn,
motivates adolescents to become more self-
sufficient.

4. Psychosocial models of development stress
the importance of social factorsin development,
especially relationships with family members
and friends. Erikson and Havighurst suggested
that adolescent development is best understood
in terms of specific life tasks or challenges that
adolescents face, such as creating an adult iden-
tity or acquiring prosocial values.

5. Existential models attempt to describe what
it feels like to be an adolescent. Learning models
emphasi ze cumulative environmental influ-
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ences, especially the effects on adolescent be-
havior of positive and negative encounters with
other people.

6. Most factors that affect development do not
operate independently. Rather, individual in-
fluences interact with each other to produce
outcomes that are often difficult to predict.
Hence, ecological-interactional models offer a
more plausible view of adolescent devel opment
than direct effects models, mainly because they
take multiple influences into account. Further,
the effects of one variable on development, such
as father absence, usually is mediated or mod-
erated by other variables, such as a custodial
mother's coping resources.

7. Most current models of adolescent devel op-
ment acknowledge the existence of similarities
and differences among adol escents. Under-
standing the origin of individual differencesre-
quires consideration of several factors, includ-
ing gender, family socioeconomic level, ethnic
group membership, and differencesin cultural
norms. Most current models of development
also acknowledge mutual (reciprocal) influence
between adol escents and the important people
in their lives.
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GLOSSARY

Stage theories Theories that view development as
occurring in discrete steps or stages

Physical domain of development Changesin the
body, nervous system, sensory capacity, and
motor skills

Cognitive domain of development Changesin
how we know the world

Psychosocial domain of development Changesin
personality, emotions, and social behavior
Theories of development Systematic attempts to
describe, predict, and explain changesin

growth, maturation, and behavior

Testability The ability of a hypothesis or theory to
be confirmed or disconfirmed by objective
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evidence

Empiricism The assumption that all knowledgeis
derived from experience (especially sensory ex-
perience) and mental reflection

Tabularasa John Locke'sideathat at birth the
mind isa"blank date" upon which experience
writes

Nature-nurture controversy Disagreement about
the relative importance to development of biol-
ogy and experience

Differentiation Over time, individuals become
more complex and unique

Continuity versus discontinuity Disagreement
about whether development occurs cumula-
tively or in stages

Natural selection According to Darwin's theory of
evolution, nature (the environment) favors

traits that have survival value

Ethol ogists Scientists who study animal behavior
and emphasize the importance of evolution

and heredity

Developmental task A life task or challenge associ-
ated with a particular stage of development

Free will The assumption that people can make
choices that are free of externa influence
Determinism The assumption made by scientists
that all natural events, including human behav-
ior, have natural causes

Self-efficacy The belief that one can perform suc-
cessfully on atask

Mediating variables Variables through which an
independent variable affects a dependent

variable

Independent variable A variable that is manipu-
lated in an experiment to determine its effect

on other (i.e., dependent) variables; in psychol-
ogy, any observable variable that influences be-
havior or development

Dependent variable A variable that is measured to
determine whether and how it is affected by an
independent variable

Moderator variable Variables that take the form of
individual differences and situational fac-
torsthat interact with an independent variable
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to produce behavioral and developmental
outcomes

THOUGHT QUESTIONS

1. What is your theory of adolescent moodiness
and irritability? What evidence supportsit?

2. Which one of the various theories of de-
velopment discussed in this chapter is most use-
ful to you in understanding your own
development?

3. What is your position on the nature-nurture
issue? Do you believe that one of these factors
Ismore basic to personality development than
the other?

4. Can you identify a significant developmental
task or challenge you are now facing? How will
mastery of thistask prepare you for your
future?

5. What implications does the free will concept
have for a science of behavior?

65
SELF-TEST

1. Stage theorists propose that development occurs
a. as a continuous process

b. in a step-like progression

c. independently of age

d. unpredictably

2. Which one of the following theorists did not propose a stage theory of
development?

a. Erikson

b. Piaget

c. Skinner

d. Freud

3. In which domain of development does sexual maturation fall?
a. physical

b. cognitive

c. socia

d. emotiona
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4. Theories of development attempt to knowledge about
development.

a. organize

b. summarize

C. explain

d. al of the above

5. Which one of the following theorists offered the least biological model of
development?

a. Bandura

b. Freud

c. G. Stanley Hall

d. Gesdll

6. The assumption that all knowledge comes from experienceis called
a. nativism

b. empiricism

c. tabularasa

d. determinism
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7. Evolutionary (ethological) theory emphasizes the role in development
played by

a. reinforcement

b. observational learning

c. defense mechanisms

d. natural selection

8. Therole played by sexual feelings in adolescence was emphasized by
a. Erikson

b. Rousseau

c. Freud

d. Havighurst

9. Erikson and Havighurst agreed that the central task of adolescenceis
a. identity formation

b. separation from one's parents

c. self-regulation

d. accepting one's body

10. Existential concerns of adolescents include

a. allowance
b. curfews
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C. peer pressure
d. the meaning of life

11. Skinner and Pavlov would be most interested in how adolescents
a think

b. learn

c. fed

d. interpret their experiences

12. The link between family, peer group, and school setting is emphasized by
what theoretical approach?

a. social learning

b. cognitive

C. interactional

d. existential

THREE

PHYSICAL GROWTH
AND DEVELOPMENT

Preview Questions

1. What does it mean to say that physical changes in adolescents
bodies have social stimulus value?

2. How do developmental researchers actually measure physical
change during puberty?

3. How does growth spurt during puberty affect adult expectations?
4. What is the difference between a primary and a secondary sexual
characteristic?

5. What is the secular trend?

6. What biological factors trigger the onset of puberty?

7. How do the advantages and disadvantages of early and |ate mat-
uration vary according to gender?

8. What aspects of bodily change cause self-consciousness in boys
and girls?

Disclosures

Adolescence is when everyone goes through their changes, and girls get their period, boys get crazy,
and you start going out with guys and stuff.... | wasin fifth grade at school and | went to the bath-
room and realized | got "it." | had no clue. | wasn't nervous, but | felt stupid like everyone was looking
at me when | went back to class. | now know that they didn't know, but | felt like they did.
(16-year-old girl)

My first day of seventh grade | was scared. | thought, "Oh God, | hope | don't mess up, | hope | don't
say something or do something that makes me different.” But before school even started, this boy
comes up to me and says, "Hi, Miss Piggy! Hi, Miss Piggy!" He thought it was okay to pick on me just
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because of how | look. Then | had to go to school. And nobody even gave me a chance. It was like they
were afraid to talk to me because | wasfat, like | had a disease.

(Lisa, eighth grader, interviewed by Orenstein, 1994, p. 100)

| check my look in the mirror. | wanna change my clothes, my hair, my face.

Bruce Springsteen, "Dancing in the Dark"
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What would happen if achild were given an adult body and the opportunity

to spend afew weeksin the world of adult work, competition, and romance? In
the movie Big, Tom Hanks plays a 12-year-old boy (Josh) who magically finds
himself in the body of ayoung adult. The movie's appeal lies partly in Tom
Hanks's ability to use his adult body, voice, and mannerisms to convey the child-
ish innocence and vulnerability of Josh's personality. Through luck and creative

By the end of the movie Big,
Josh (played by Tom Hanks)
realizes that he is not ready to
take on adult roles.
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thinking, Josh manages to put on an ailmost convincing front, but by the end of
the film it is clear to Josh and to the film's audience that he is not yet ready to
handle the stresses and strains of adult life. He is given back (again magically)
both his young adolescent body and the many more years he'll need to prepare
for being a grownup.

Early in the movie, Josh awakens and looks in the mirror to see for the first

time his physical transformation. The changes that real-life adolescents seein the
mirror are much more gradual than Josh's, but the feelings that accompany his
startled reaction are not so different. How strange to look in the mirror and see
that one's appearance is changing, slowly but inexorably. How odd to become
larger and stronger and to feel the first pangs of sexual desire.

As noted previoudly, the onset of puberty is a reasonable marker for the be-
ginning of adolescence. Puberty appears to be one of the few domains of adoles-
cence that isinevitable and universal. Most of the physical changes that comprise
puberty are observable and measurable, lending themselves to scientific examina-
tion. As noted in Chapter 1, the main drawback of using a strictly biological defi-
nition for the onset of adolescence isthe wide variation in age (8 to 16 years) at
which puberty can begin.

Changes in hormone levels, bone structure, fat deposits, and sex organs be-

gin amost simultaneously, markedly altering the appearance of pubescent girls
and boys (those beginning puberty). Adding to adolescent anxiety, thereisno
way of knowing what one will look like when the processis complete! Changes

file:///E|/0-471-57190-3. TXT (86 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

The size and shape of adolescent bodies have socia stimulus value-people notice
and react to them.
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in appearance have what psychologists call social stimulus value-people notice
them and react to them. Adolescents who appear to be physically mature have to
adjust to the heightened expectations of parents, teachers, and friends. Because
physical maturity usually precedes social and emotional maturity, young people
may have difficulty meeting this challenge.

Teenagers receive alot of feedback about their bodies. They realize that their
appearance plays an important role in their popularity with peers. Depending on
how they evaluate their "look," adolescents may experience excitement, confu-
sion, or dread. Puberty provides one of the most clear-cut examples of how bio-
logical change can have important social and psychological consequences
(Downs, 1990). Although physical changes are important in their own right, peo-
pl€e's reactions to these changes usually have an even greater impact.

Physically attractive adolescents typically gain considerable attention and are
perceived positively by peers and adults (Sorell & Nowak, 1981). Taller males en-
joy an enviable dating advantage (Hensley, 1994). Changes in appearance and
sexuality set the stage for social and emotional adjustments by adolescents and
their family members that will continue until young adulthood and beyond
(Keelan, Dion, & Dion, 1992; Paikoff & Brooks-Gunn, 1991). Even as adults, many
males are preoccupied with their size and height and many females with their
weight and breast size (Ayalah & Weinstock, 1979; Rosenbaum, 1979).

The meaning assigned to pubertal change varies from one culture to another

and from one community to another. Most soci eties acknowledge the importance
of becoming fertile with rituals, ceremonies, and celebrations (Hurrelmann, 1994,
Paige, 1983). Such recognition is less common in Western culture, perhaps reflect-
ing mixed feelings about sexual maturation (Delaney, 1995). Unfortunately, many
parents do not provide the emotional support and understanding required by pu-
bescent children for optimal adjustment. Most tell their children little that would
help them prepare for or understand their physical metamorphosis (Brooks-Gunn
& Reiter, 1990). For example, girls generally are given inadequate information
about the onset of menstruation and about the sexualized attention that their de-
veloping bodies will attract from boys.

In this chapter, we raise severa intriguing questions concerning adol escents
physical development, especially regarding the interrelatedness of bodily change
and psychological functioning. How and why does the body change during pu-
berty? What biological factorsinitiate rapid growth and sexual development?
How do children, especially those who are "off time" in their physical develop-
ment, feel about their growth and sexual maturation? How do powerful pubertal
hormones affect children's mood, behavior, and relationships? And how do cul-
tural forces and socialization moderate the expression of biological processes?
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These questions are not easily answered. As the interactional-contextual
model of development (Chapter 2) makes clear, biological change does not occur
in avacuum. At about the same time that children are maturing physically, th
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are also experiencing dramatic intellectual and
social changesthat help transform their self-
concepts. The timing of maturation, family re-
actions to the physical change, stressful life
events, and cultural assumptions are exam-
ples of contextual variables that moderate

the effects of pubertal change on adolescent
behavior and adjustment (Brooks-Gunn &
Reiter, 1990; Lesko, 1996; Markstrom-Ad-
ams, 1992).

HOW DO PSYCHOLOGISTS STUDY PUBERTY?

The role of puberty in adolescent devel opment received scant attention from
researchers prior to the 1980s, perhaps reflecting society's discomfort about
sexua and bodily matters (Brooks-Gunn & Reiter, 1990). Many parents, chil-
dren, and educators still resist requests from researchers who want to inter-
view or examine adolescents regarding their physical changes (Brooks-Gunn,
1990).

A variety of methods are available for assessing pubertal status, including
physician ratings, parent ratings, and self-ratings (Graber «Se Brooks-Gunn,
1995). Although blood, saliva, and urine tests and physical examinations yield
precise physiological and physical measurements, parents, adolescents, and
school officials find self-report measures less intrusive. Self-ratings provide use-
ful information about adolescents' perceptions of their development and social
status (Brooks-Gunn, 1990).

Chronological ageisnot avery good predictor of achild's physical growth

or sexual maturity. Thus, researchers have devised rating scales to measure a
child's pubertal status, or current level of pubertal development. The pubertal
assessment instrument that is most widely used by health professionalsis the
five-stage Tanner scale, which evaluates primary and secondary sexual char-
acteristics. When given alittle instruction about how to identify bodily changes,
adolescents provide fairly accurate assessments of their pubertal status. Not
surprisingly, adolescents are aware that their bodies are changing (Downs,
1990). Their self-assessments correlate reasonably well with those of their par-
ents and with those of trained health care personnel (Dorn, Nottelmann, In-
off-Germain, Susman, & Chrousos, 1990).

One group of researchers has designed a Pubertal Development Scale
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(PDYS), ashort self-report instrument (Petersen, Crockett, Richards, & Boxer,
1988). Adolescents rate their maturational status of five pubertal markers using
a4-point scale. The five markersinclude (1) development of body hair, (2) the
occurrence of the growth spurt, (3) changes in complexion, breast devel opment
(girls), and menstruation (girls), (4) voice changes (boys), and (5) facia hair
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growth (boys). The 4-point scale includes the following choices. has not yet
begun, has barely begun, is definitely under way, growth or development is
complete.

Another group of investigators (Robertson et al., 1992) administered the

PDS to seventh gradersin rural lowa and suburban Chicago. The two groups
were matched on gender, age, race, and school grade. In their self-reports, the
rural children reported greater pubertal change than did the suburban children
on 9 of the 10 markers. As expected, girlsin both locations showed earlier
changes than boys in growth, body hair, and complexion.

It is possible that rural children have more stressful lives, which, in turn,
precipitates early maturation. This interpretation supports the hypothesis of
Belsky and his colleagues (described in Chapter 2) that stress during childhood
triggers early maturation. Critical Thinking Question: What other environ-
mental or socioeconomic factors could account for maturational differences
between rural and suburban students?

WHAT ISPUBERTY?
Growth

Puberty is the period of transition from reproductive immaturity (nonfertility)
to reproductive maturity (fertility) (Cameron, 1990). It takes place over an av-

Identical twins have identical
genes and nearly identical
maturation.
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What |'s Puberty?

erage period of 4 years and varies in duration from 2 to 6 years (Brooks-Gunn,
1987). The internal and external changes of puberty are orchestrated mainly by
heredity. Identical twins, having identical genes, display nearly identical pat-
terns of growth and maturation, even compared to fraternal twins, who share
only about half of their genes. For example, identical twin girls experience
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menarche (the onset of menstruation) within 3 months of each other on the
average, compared to 10 months for fraternal twins (Petri, 1934). The exact
timing of pubertal events for specific adolescents reflects a complex combina-
tion of biological and psychosocia factors (Graber et al., 1995). Growth and
maturation are adversely affected by extreme environmental conditions such
as malnutrition, chronic stress, neglect, and abuse (Belsky, 1993; duToit, 1987;
Mallik, Ghosh, & Chattopadhyay, 1986).

Rapid skeletal growth, known as the growth spurt, begins at about age 9

or 10 for girlsand at about age 11 for boys. During the growth spurt, boys and
girls grow an average of 10 inches, about 2Vz inches ayear over a4-year period.
Boys are afew inches taller than girls when the growth spurt begins, so they
are taller when it ends. Boys and girls gain an average of 40 pounds during
this period. As height and weight increase, there is an accompanying growth
spurt in internal organs such as the heart and lungs (Graber & Brooks-Gunn,
1995).

Gradual growth continues during the high school years and is complete at
about 17 and 20 years, respectively, for girls and boys. African-American girls
develop secondary sexual characteristics at a lightly younger age than white
girls and are more physically developed at the same age (Harlan, Harlan, &
Grillo, 1980; Udry, Halpern, & Campbell, 1991). Figure 3-1 displays the se-
guence and duration of key pubertal eventsfor girls and boys. Almost al pu-
bertal growth occurs between 9 and 19 years of age (Richards, Abell, & Petersen,
1993).

Growth in size and muscle mass leads to increased strength and improved
motor performance for boys and girls (Graber & Brooks-Gunn, 1995). Boys
usually are larger, stronger, and faster than girls after puberty, giving them a
competitive advantage athletically. Sports that allow an equal number of males
and females on each team (e.g., mixed doubles in tennis) minimize any gender
advantage in size, strength, or speed.

Sexual Maturation

Sexual maturation refers mainly to achieving fertility but also refers to other
bodily changes that support the reproductive process. Menarche, the first men-
strual period, symbolizes the emergence of femininity even though it occurs
relatively late during puberty (at about 12.5 years), 2 years after breast budding.
Ethol ogists note that conspicuous changes in the shape of the female body help
distinguish females from males and have social stimulus value for most males.
Breast development in particular, one of the first indications of puberty in fe-
males, "advertises the capacity for reproductive functioning” (Savin-Williams
& Weisfeld, 1989, p. 263).
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FIGURE 3-1 The developmental course of pubertal events for females (top) and for
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males (bottom). (From Richards, Abell, & Petersen, 1993)
Primary Sexua Changes

Primary sexua changes include changes in male and female organs that are
involved directly in reproduction (Table 3-1). These include the vagina, ovaries,
fallopian tubes, and uterus for females and the penis, testes, and seminal ves-
icles for males. The maturation of the ovaries leads to an irregular ovarian cycle
that becomes increasingly regular (monthly) over time. Ovulation usually be-
gins several months after menarche. A regular cycle of ovulation emerges
months or years after menarche. During the growth spurt, afemale's pelvis
widens. This allows easier passage of afetus during birth (Apter & Vihko, 1977;
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Table 3-1 Pubertal Development in North American Boys and Girls

Average Average
Age Age Age Age
Girls Attained Range Boys Attained Range

Breastsbeginto "bud." 10 (8-13) Testesbegintoenlarge. 11.5  (9.5-13.5)

Height spurt begins. 10 (8-13) Pubic hair appears. 12 (10-15)

Pubic hair appears. 105 (8-14) Penis begins to enlarge. 12 (10.5-14.5)

Peak of strength spurt.  11.6  (9.5-14) Height spurt begins. 125  (10.5-16)

Peak of height spurt. 11.7  (10-13.5) Spermarche (first gaculation) 13 (12-16)
OCCurs.

Menarche (first menstruation) 125  (10.5-15.5) Peak of height spurt. 14 (12.5-15.5)
OCCUrs.

Adult stature reached. 13 (10-16) Facial hair beginsto grow. 14 (12.5-15.5)
Breast growth completed. 14 (10-16) Voice begins to deepen. 14 (12.5-15.5)
Pubic hair growth completed. 145  (14-15) Penis growth completed. 14.5  (12.5-16)
Peak of strength spurt. 15.3  (13-17)

Adult staturereached. 15.5  (13.5-17.5)

Pubic hair growth completed. 15.5  (14-17)

Notes: These milestones represent overall age trends. Individual differences exist in the precise age
at which each milestone is attained.
Sources. Malina& Bouchard, 1991; Tanner, 1990.

Apter, Viinikka, & Vihko, 1978; Cameron, 1990; Paikoff & Brooks-Gunn, 1991).
For males, increased production of testicular hormones leads first to enlarge-
ment of the testes (at about age 11.5 years) and then to pubic hair growth. The
production of mature sperm, growth of the penis and scrotum, increased mus-

cle mass, and facial and development of body hair follow (Cameron, 1990). Due
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to large increases in testosterone production, boys and girls experience a height-
ened sex drive (Cameron, 1990; Hopwood et al., 1990).

On average, boys become fertile several years before girls, even though

puberty begins earlier in girls. Spermatogenesis, the production of sperm by

the testes, begins as early as age 11 in boys, although e€jaculation usually occurs
considerably later. Ovulation begins at about age 15 in girls (Stein & Reiser,
1994). Critical Thinking Question: How can we explain the marked age differ-
ence between the onset of male and female fertility? Hint: Why would pre-
mature fertility be more costly to females than to males?

Secondary Sexual Changes

Secondary sexual characteristics include the growth of body hair (including
genital, underarm, and facial), breast enlargement, adult facial features, voice
deepening (especially in males) due to vocal cord thickening, and increasing
fat deposits (particularly in females) (summarized in Table 3-1). Despite their
bad reputation, fat deposits insulate the uterus as well as the entire body. Fat
cells play an important role in afemale's ability to carry afetus and produce
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breast milk. Increased activity of the sebaceous (oil) glands increases the like-
lihood of skin disorders such as acne (Brooks-Gunn, 1987). All of these changes
reflect increased production of gonadal steroid hormones (Savin-Williams &
Weisfeld, 1989).

What Is the Secular Trend?

Over the past 150 years, the rate of biological maturation in Western societies
has increased to the point that children today reach puberty several years earlier
than their ancestors (Eveleth & Tanner, 1976). This phenomenon of earlier sex-
ual maturation, called the secular trend (secular means "present")/ isillustrated
in Figure 3-2. Not only do children today mature more quickly than their coun-
terparts of previous centuries, people today also are notably larger and taller
(Eveleth & Tanner, 1976).

What is responsible for this trend toward earlier maturation? Since the

human gene pool has not changed very much for thousands of years, improve-
ment in the conditions of child rearing isthe likely cause. The secular trend is
most marked in societies where children enjoy adequate nutrition and good
health care (Malina, 1985). Children raised in poverty have later onset of pu-
berty and do not grow astall. Thus, improved diet, health, and living conditions

FIGURE 3-2 Secular trend in age of first menstruation (menarche) from 1860 to 1970
in industrialized nations. Data for Norway, which extend to 1980, suggest that secu-
lar change has recently leveled off. (From Berk, 1997)
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apparently have allowed our human genes to maximize their potential for
growth (Eveleth & Tanner, 1976).

One result of early puberty is that adolescents today are sexually mature
but unmarried for a much longer period than in previous centuries. One
unfortunate consequence of early fertility is the large number of unwanted
pregnancies during the teenage years, atopic we will return to in Chapters
9 and 10.

Humans achieve reproductive maturity at a proportionally later age than
any other primate species. Ethologists view our prolonged childhood as bio-
logically expensive for parents in terms of food, nurturance, and protection.
Most parents would agree that child rearing requires a large commitment of
resources. But an extended childhood is necessary for "basic training” in the
skillsthat allow successful reproduction and parenting (Savin-Williams &
Weisfeld, 1989).

What Triggers the Onset of Puberty?

Something in our biological makeup delays fertility until we are capable of
raising our children to maturity. Actually, puberty is areactivation of intense
hormonal activity that begins before birth. Physical development is controlled
by the nervous system but is regulated mainly by endocrine glands that secrete
biochemical substances called hormones into the bloodstream. Prenatal hor-
mones promote fetal growth and differentiate male and female reproductive
organs (Kaplan, Grumbach, & Aubert, 1976). In effect, hormones "organize"
the fetal reproductive system. The prenatal hormonal environment also influ-
ences the timing of puberty and resulting fertility. The exact mechanisms are
not yet known (Sanders & Reinisch, 1990). We do know that sexual maturation
isinhibited during early infancy, probably by brain centers that regulate the
hypothalamic-pituitary-gonadal axis (Hopwood et al., 1990).

The always-ticking genetic clock reactivates the reproductive endocrine
system in the préadol escent, apparently through increases in sex steroid hor-
mone secretion. It is not known whether this increase istriggered by current
biological or emotiona events or whether the inhibition of sexual maturation
that began during infancy isitself inhibited, a process known as disinhibition
(Sanders & Reinisch, 1990).

Asdiscussed in Chapter 2, the onset of puberty can be accelerated or re-
tarded by biological factors such as heredity and nutrition, emotional factors
such as depression and coping resources, and situational factors (for girls, the
guality of family relationships and participation in vigorous activities) (Graber,
Brooks-Gunn, & Warren, 1995). These factors interact with each other, making
it difficult to predict when puberty will begin for a particular individual (Hop-
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wood et al., 1990). A best guess would be based upon the pubertal ages of close
relatives, especially same-gender parents and siblings (Graber et al., 1995).

The specific genetic and environmental mechanisms responsible for the on-

set of puberty are complex and are still being studied (Fishman, 1980; Graber

& Brooks-Gunn, 1995; Graber et al, 1995; Hopwood et al., 1990; Marano, 1997).
Frisch and Revelle (1970) hypothesized that attaining a critical body weight

80

stimulates sexual maturation, at least for females. This critical weight model
was modified by Frisch and McArthur (1974), who hypothesized that the critical
factor in triggering the onset of puberty is attaining a minimum percentage of
body fat. (Fat cells store estrogen, affecting ovulation and menstruation.) The
findings of severa studies contradict these two hypotheses (e.g., Graber et al.,
1995; Kulin, Buibo, Mutie, & Sorter, 1982), athough nutrition and weight very
early in life may be relevant (Liestol, 1982). Crawford and Osier (1975) sug-
gested that in young females, changes in metabolism initiate the maturational
sequence.

A large increase in hormone secretion beginsin girls between the ages of

10 and 11 years and in boys about 2 years later. Within each gender, thereis
considerable variation regarding hormonal secretion, growth, and behavioral
effects. Rising hormone levels trigger a sequence of bodily changes that result
in fertility, secondary sexual characteristics, and rapid growth leading to in-
creased height, weight, and strength (Brooks-Gunn & Reiter, 1990) (Figure 3-3).
Pubertal development is guided by two hormonal systems: the hypotha
lamic-pituitary-adrenal (HPA) axis and the hypothal amic-pituitary-gonadal
(HPG) axis. Puberty begins when genes prompt the hypothalamus to stimulate
the pituitary gland (located at the base of the brain), which in turn produces
HGH-human growth hormone. In response to HGH, the ovaries produce
estrogen and progesterone (the latter regul ates the menstrual cycle). The testes
produce testosterone and estrogen. Male and femal e bodies manufacture an-
drogens (male hormones) and estrogens (female hormones), but in different
proportions according to gender. These sex hormones (steroids) affect growth
of the sex organs and the development of the secondary sexual characteristics
(Brooks-Gunn & Reiter, 1990). The adrenal glands produce androgens and cor-
tisol; the latter is a hormone associated with stress (Figures 3-4 and 3-5).

Given the crucia role that diet playsin growth and development, it is not
surprising that poor nutrition delays sexual development. Strenuous physical
exertion also delays the onset of puberty. Girls who regularly engage in such
vigorous activities as dance, track, or gymnastics typically display delayed
menarche. This outcome is probably mediated by the stress and altered metab-
olism associated with intense training programs (Cameron, 1990). Delay of pu-
bertal onset also isrelated to fear of obesity, eating disorders such as anorexia,
low levels of body fat, intense dieting, food aversions, and other adjustment
problems (Hopwood et al., 1990). Thought Question: Why do girlsin China
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show delayed maturation compared to girlsin the West?
The termination of pubertal growth is even less well understood than its

FIGURE 3-3 Effects of increasing hormone levels
during puberty.
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FIGURE 3-4 Hormonal influences on postnatal growth. (From Berk, 1997)
FIGURE 3-5 Diagram of the hypothal amic-pituitary-gonadal axis.
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onset. Elevated hormone levels late in adolescence seem to inhibit the produc-
tion of growth hormones, but the specific mechanisms are not known. Growth
ends when "the ends of the growing bones reach and fuse with the joints,
leaving no room for further growth" (Richards & Petersen, 1987, p. 36).

HOW DO ADOLESCENTS FEEL ABOUT THEIR CHANGES?

Girls often report having mixed feelings about their physical and sexual mat-
uration, finding it mildly stressful. They are excited by and take pride in being
"feminine," yet many worry or feel upset about menstruation and its well-
known side effects (Koff & Rierdan, 1995) (see Spotlight - Preparing Girls for
Menstruation). It is not unusual for girlsto report feeling self-conscious follow-
ing menarche. Most have little to say about their development to family mem-
bers or friends, especially if no one has said anything to them. In fact, self-
Image seems to suffer only for those girls who are unprepared for menarche
(Ruble & Brooks-Gunn, 1982).

OF THE SPOTLIGHT - Preparing Girls for Menstruation

| sort of didn't want to get it. | remember the day my friend got hers. It was a
Sunday. She called me up. It's such a big event when you're 14. "What. Tell me
about it. Wow." And everyday | was waiting for mine.

(17-year-old girl)

Girlswho are prepared for their first menstrual period typically respond
more positively than those who are caught off guard (Koff & Rierdan, 1995;
Koff, Rierdan, & Sheingold, 1982). If mothers (who have more personal ex-
perience with menstruation than fathers) present useful informationin a
positive way, an adolescent girl like the one quoted above islikely to de-
velop healthy attitudes and realistic expectations about her period (Ruble &
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Brooks-Gunn, 1982). Naturally, we prefer that menarche elicit excitement
and pride rather than fear, embarrassment, and confusion.

Unfortunately, in not so subtle ways, our culture conveysto girls that
menstruation isa "curse," a source of discomfort, moodiness, and irritabil-
ity (Stubbs, 1982). If nothing is said to the contrary, girls may view menstru-
ating strictly as a burden rather than as a symbol of their femininity or asa
sign of impending adulthood (Clarke & Ruble, 1978; Koff & Rierdan, 1995).
The best time for parent and child to discuss menstruation is before its

onset. Because early-maturing girls begin to menstruate as early as 10 years
of age, it isagood ideato introduce the topic by that time. School health or
sex education courses usually are available in middle school or high schooal,
but the information they provide often istoo little, too late.

Parents should not limit the exchange to menstruation or fertility. They
should present the reproductive process in amore general context that al-
lows discussion of relationships and intimacy. At menarche, most girlslo
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It can be helpful for parents to share their own experiences of physical and sexual
maturation with their children, preferably before the onset of puberty, including
mothers talking to their daughters about menstruation.

to their mothers for emotional support and ways of avoiding embarrass-
ment and discomfort. They also expect their privacy to be respected. Girls
want their mothers to be involved but not too involved. Some girls prefer
that their peers be sources of information and advice. As noted, fathers
should speak only when spoken to (Koff & Rierdan, 1995). Application
Question: How should single fathers approach the sensitive topic of
menstruation?

Mothers can reassure their daughters that their experiences are normal,
provide information about why menstruation occurs, and give practical ad-
vice. It isimportant that parents provide enough information so that a child
understands what is happening during afirst period and is able to handle
most eventualities. For example, mothers should mention that early periods
usually involve minimal flow of blood and are irregular, and that cramps
and headaches sometimes accompany menstrual bleeding (Lansdown &
Walker, 1991).

Mothers can show their daughters tampons and sanitary napkins, and
discuss how they are used and disposed of. It is helpful for mothers to
share their own experiences of first menstruation-what happened, how
they responded, and how they felt (Koff & Rierdan, 1995). Naturally, the
connection between fertility and pregnancy should be discussed and ques-
tions should be encouraged, unless the child indicates unwillingness to par-
ticipate in such an exchange. Girls may ask about premenstrual syndrome
or problems involving difficult or painful menstruation. It is helpful for par-
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ents to be educated about these topics. Many excellent books about puberty
and reproduction are written exclusively for young adolescents (Lansdown
& Walker, 1991).
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Girls often report believing that their fathers have a negative attitude to-

ward their changes or are just not helpful (Brooks-Gunn, 1987; Greif & Ulman,
1982; Holmbeck & Hill, 1991b; Koff & Rierdan, 1995; Petersen, 1983; Ruble &
Brooks-Gunn, 1982). Thought Question: What might lead girls to believe that
their fathers have negative feelings about their changes?

Ambivalent reactions are consistent with Freud's claim that adolescents

have conflicting feelings during puberty, perhaps reflecting the connection be-
tween puberty and sexuality. However, girls discomfort with menarche typi-
cally ismild. Most girls become more accepting over time (Petersen, 1983; Ruble
& Brooks-Gunn, 1982).

Boys generally like their physical changes, although those who are not pre-
pared for semenarche (first g aculations of semen) are somewhat perplexed
(Stein & Reiser, 1994). In Stein and Reiser's study of Jewish middle-class camp
counselors (average age 18.4 years), the average age of semenarche was about
13 years. Reactions to first g aculation included surprise, curiosity, pleasure,
embarrassment, guilt, and confusion. Some boys whose first gjaculation oc-
curred during a"wet dream" confused g aculation with urination ("It reminded
me of peeing in my pants-that was my first reaction even though 1'd never
doneit" [p. 377]).

Some boys said they were surprised at how good the first gjaculation felt.

One boy who first gyaculated while masturbating said, "1 think | was trying to
masturbate-l didn't really-it was-the actual gaculation came as a sur-

prise-I knew what | was doing but didn't know what would happen-I-I
remember-I remember-realizing what had happened but not really knowing
exactly until later" (Stein & Reiser, 1994, p. 377).

Like early-maturing girls who do not expect their first period, some boys
experienced g aculation before they had ever heard of it. Ejaculation usually
was not discussed until an eighth-grade health education class, long after many
of the boys in the study had had their first gjaculation. Those who felt that they
were prepared reported more positive feelings about the event and coped

better. Boys are unlikely to discuss their emissions (perhaps because of the

link to masturbation) but usually are willing to joke about them (Gaddis &
Brooks-Gunn, 1985). For boys, social opportunities such as dating or "making
out" are more meaningful than any particular bodily change (Stein & Reiser,
1994).

For most girls, the first indication of puberty is breast budding, soon fol-

lowed by the appearance of pubic hair. Jeanne Brooks-Gunn and her colleagues
(1994) interviewed 30 white middle- to upper-class sixth- to eighth-grade girls
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about their feelings regarding breast and pubic hair growth. They also asked a
separate sample of 80 white sixth- to ninth-grade girls to tell a story about a
picture of an adolescent female, an adult male, and an adult female. In the
picture, the adult female was removing a brafrom a shopping bag. Projective
tests like this one involve the presentation of an ambiguous situation onto
which individuals presumably project their feelings and assumptionsin the
form of astory they tell about the picture. The investigators hoped that the
girls responses to the photograph would shed light on their feelings about their
mothers and fathers' participation in pubertal discussions.
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During the interviews, the first sample of girls maintained that breast

growth was more important to them than pubic hair growth, partly because
breast development is more public. Few girls reported having very negative
feelings about either bodily change. Responses to the ambiguous picture were
revealing. The girls were more likely to attribute negative feelings to the father
character in the story than to the mother character (again suggesting that girls
believe that their fathers have negative feelings about their changes).

Almost all girls attributed a feeling of embarrassment to the girl in the story.
The girl and father characters were perceived as feeling much more uncom-
fortable than the mother character. One girl put it thisway: "The mother
brought out the brain front of the father. And the girl is embarrassed, and it
wasn't a considerate thing to do. And the father is embarrassed" (p. 559).
These findings suggest that girls, at least those who live with both parents,
would prefer that their fathers not know about, or be involved in, discussions
about their sexual maturation. Fathers wariness about their daughters emerg-
ing sexuality may reflect their awareness of this preference or perhaps may
reflect fathers own discomfort with the topic.

In their stories, some girls suggested that insensitive mothers embarrass

their daughters by sharing private information with their husbands. "The
mother, she's going around displaying her daughter's presumable first brain
this way; she [the mother] probably doesn't have any feelings' (p. 560). Many
girlsinterpreted their parents comments about breast growth as teasing, which
made the girls angry or embarrassed. Application Question: How might par-

How adolescents feel about
their changes depends partly
on the feedback they get from
their peers and partly on how
they feel about what they see
in the mirror.
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ents take into account adolescent sensitivity about bodily changes in order to
encourage parent-adol escent dial ogue about such changes?

As discussed in Chapter 2 (Figure 2-7a), adolescents' reactions to their

bodily changes reflect several factors-the information that they were given
before the changes began, prevailing cultural attitudes about puberty and ad-
olescence, what the physical changes mean to them, and the varied reactions

of parents and friends (Gargiulo, Attie, Brooks-Gunn, & Warren, 1985; Havens
& Swenson, 1988; Rierdan, Koff, & Stubbs, 1989; Ruble & Brooks-Gunn, 1982;
Skandhan, Pandya, Skandhan, & Mehta, 1988).

HOW DOES THE TIMING OF MATURATION
INFLUENCE DEVELOPMENT?

Although pubertal changes are inevitable and universal, their timing and se-
guence vary substantially from one adolescent to another (Eichorn, 1975; Gra-
ber et a., 1995). If you look at pictures of yourself and your friends at about
age 12, you'll probably see that you and your age-mates differ in facial devel-
opment, bodily shape, height, and weight. Pubertal timing refers to whether
pubertal statusis on time, early, or late relative to some reference group-
usually one's age- or grade-mates. Timing mainly reflects genetic differences
among children but also varies with nutrition, health, ethnicity, exercise, and
stress.

During a period in life when feeling normal is so important, being the first

or last member of one's peer group to "look different” can be stressful and
embarrassing (Berndt, 1979). Adolescents who perceive themselves to be out of
step with their peers report feeling different or inferior (Neugarten, 1969,1979).
To some, it isablow to their self-esteem (Buchanan, 1991).

Asimportant to adjustment as objective timing (actual age and grade when
changes occur) is subjective timing, adolescents personal assessment of
whether their changes are perceived as on time or off time compared to their
peers (Blyth, Simmons, & Zakin, 1985; Downs, 1990). Subjective timing of men-
arche, for example, is a better predictor of girls initial menstrual experience
than is objective timing (Rierdan et al, 1989). Since early maturers are not likely
to publicize their menstrual status, it is easy for young girls to think that they
arethefirst or only onesin their peer group who menstruate.

On the average, girls begin puberty 1 to 2 years before boys, depending on

the specific characteristic examined. For girls, pubertal change can begin as
early as 7 years of age or aslate as age 13 (Gilbert, 1997). Sexual maturity usually
Is achieved between 13 and 18 years (Dubas and Peterson, 1993; Marshall &
Tanner, 1969, 1986). The entire pubertal sequence can occur inasfew as 1.5
years or take aslong as 6 years. Menarche occurs toward the latter part of
puberty, typically before the 13th birthday. Fertility begins with the onset of
ovulation, about a year after menarche (Dubas & Petersen, 1993).

For boys, age of onset of puberty ranges from 9.5 to 13.5 years. The attain-
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ment of sexual maturity occurs between 13.5 and 17 years of age (Marshall &
87

During early adolescence, age
isarelatively poor predictor
of physical and emotional
devel opment.

Tanner, 1970). Note that |ate-maturing boys begin puberty at almost twice the
age of early-maturing girls. The pubertal sequence for boys may take as little
as2yearsor aslong as 5 years.

We can define early maturers as the first 20% of their cohort group to reach
puberty and late maturers as the last 20% to reach puberty. Early-maturing

girls and boys will start to show physical changes about 6 years before very-
late-maturing girls and boys. The psychological effects of timing are mediated
mainly by three factors. preparation, how adolescents feel about their changes,
and how the significant peoplein their lives react to the changes (Petersen &
Crockett, 1985; Richards et al., 1993; Richards & Petersen, 1987). Off-time mat-
uration can affect adolescents' self-concept and self-esteem, behavior (including
sexual behavior), and relationships.

Early-Maturing Girls

Early-maturing girls, 7 to 10 years old, are in elementary school when they
begin to develop. Obviously, given their age, they are the least prepared for
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the changes they undergo. It is unlikely that they have discussed puberty with
parents or friends, and elementary schools rarely provide useful information
about puberty (Brooks-Gunn & Ruble, 1982). Girls report either feeling proud,
embarrassed, or having mixed feelings about being the first in their peer group
to look different. They almost never report feeling indifferent.

Menarche is a unigue pubertal event for girlsin that it occurs suddenly,
without warning. Psychologically and physically, the onset of menstruation is
emotionally charged and somewhat threatening (Koff & Rierdan, 1995; Rierdan
et al., 1989). Early-maturing girls, beginning to menstruate while in the fourth
or fifth grade, find menarche particularly distressing, especialy if they have
not discussed it with anyone (Greif & Ulman, 1982; Petersen, 1983; Stubbs,
Rierdan, & Koff, 1989).

Unlike later-maturing girls, most early maturers do not talk to their moth-

ers or to anyone about their experience. Rather, they attempt to deny or concedl
their development, sometimes through bizarre behavior. To avoid the embar-
rassment of purchasing abra, some girls wear several layers of T-shirts and
sweat shirts to conceal their developing breasts. It is not unusual for young
girlsto report being teased about breast growth, particularly by their peers, by
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their siblings, and, most disturbingly, by their parents (Brooks-Gunn, 1984,
Brooks-Gunn et al, 1994; Petersen, 1983; Ruble & Brooks-Gunn, 1982). Negative
reactions such as teasing heighten their discomfort (Brooks-Gunn, 1984; Greif

& Ulman, 1982).

Most early-maturing girls prefer that their changes not be noticed or com-

mented on. Although there is prestige to be gained by acquiring afeminine

form, girlswho develop very early usually report feeling self-conscious. Being
thefirst of their peer group to change, they are the least prepared emotionally

and socially. Girlswho are informed about pubertal changes, and who discuss
them with their mothers and girlfriends, usually report positive experiences
(Brooks-Gunn & Ruble, 1982; Skandhan et al., 1988).

The stress of changing schools heightens sensitivity to bodily changes. Girls

who develop when attending middle school are less likely to fedl different
because most of their peers (girls and boys) are al'so growing (Nottelmann &
Welsh, 1986). Adjustment problems such as depression and antisocial behavior
occur more frequently during times of multiple transitions (Magnusson, Stattin,

& Allen, 1986; Rutter, 1986). Thus, adolescents who experience puberty and who are
changing schools at the same time merit special attention and support from their families
and teachers.

Some early-developing girls enjoy the attention that they get from boys and

the admiration or jealousy expressed by their friends. Attractiveness and pop-
ularity soften the impact of early puberty, particularly for girls. Girls who be-
lieve that they are overweight (whether they are or not) or who have a poor

body image are more likely to report dissatisfaction with their changes (Alsaker,
1992; Fowler, 1989; Rauste von Wright, 1989; Richards & Petersen, 1987). Given
our culture's preoccupation with the female form, it is not surprising that so

many females report feeling self-conscious about their bodies well into

adulthood.
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Early-maturing girls tend to date earlier than their later-maturing peers
(Flannery, Rowe, & Gulley, 1993). Asthey are likely to be socially immature
and somewhat naive, romantic contacts with boys are problematic. Y oung girls
who are treated as sex objects by older boys lack the experience to know how
to interpret or handle encounters when boys "come on" to them. They may be
coerced into unwanted sexual encounters. Some early-maturing girls have older
girlfriends and boyfriends and, in trying to act more "grown up," become sus-
ceptible to deviant peer influence (Magnusson et a., 1986). Those who enjoy
good communication with their parents seem to be less vulnerabl e to peer pres-
sure (Silbereisen, Petersen, Albrecht, & Kracke, 1989).

Viewing the remarkable development of their early-maturing daughters,
parents report feeling both proud and concerned. They worry about how their
daughters will handle social and sexual overtures from boys. Some developing
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girls who expect more freedom find instead greater restrictions. Their parents
(especially fathers) become overly restrictive or suspicious, and this increases
parent-child tensions (Noller, 1994).

Because of evidence linking early maturation to adjustment and body

image problems (Downs, 1990), we should not consider early maturation to be
an advantage for girls (Brooks-Gunn & Reiter, 1990; Graber & Brooks-Gunn,
1995). An exception may be those girls who have opportunities to discuss and
celebrate their changes with supportive friends and family members (Richards
& Petersen, 1987). For most early-maturing girls, negative effects are temporary
and relatively minor (Brooks-Gunn, 1987; Paikoff, Brooks-Gunn, & Warren,
1991). Most adjust well, despite the sometimes stressful circumstances sur-
rounding their precocious development (Peskin, 1973).

90
Late-Maturing Girls

Just as some early-maturing girls are embarrassed by their increasingly femi-
nine appearance and the attention it attracts, late-maturing girls often report
discomfort about alack of shapeliness. Beginning puberty between 13 and 14
years of age, they envy the changes of their early-maturing peers. They are
deprived (temporarily) of the sexualized attention of their male peers and the
accompanying prestige. Some parents decide to send their daughtersto al-girl
schools to minimize this type of pressure. Maturing at the same time as average-
maturing boys, late-maturing girls avoid the stresses and strains of precocious
development (Brooks-Gunn, 1988).

Later-maturing girls eventually develop "pubertal behaviors' such as mar-
athon tel ephone sessions, preoccupation with boys, and dating. Inevitably, they
catch up to their peers and adjust well to their long-awaited physical transfor-
mation. Generally, girls who are on-time maturers report more positive reac-
tions to puberty than early or late maturers (Dubas, Graber, & Petersen, 1991).

Early-Maturing Boys

Unlike early-maturing girls, most early-maturing boys are enthusiastic about
their changes (Petersen, 1988; Petersen & Crockett, 1985). Boys are more likely
to react negatively to late maturation than to early or average maturation (Al-
saker, 1992; Simmons & Blyth, 1987). Early-maturing boys are developing at
about the same time as average-maturing girls, thus avoiding the stigma of
being first or different from grade-mates. They are taller, stronger, and better
coordinated than their later-maturing peers. These qualities are highly valued
by most males, partly because they create opportunities for successful athletic
performance and prestige (Hensley, 1994). Boys who develop early are more
likely to become leaders of their peer groups and to steer group activities (Clau-
sen, 1975). They appear to be more adult-like to girls, and have earlier and

file:/I/E|/0-471-57190-3. TXT (102 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

more frequent social and sexual experiences than later-maturing boys.

Potential advantages of early maturation depend on how physical changes

are evaluated and how devel oping adolescents are treated by family members
and friends. Like many early-maturing girls, boys who develop earlier than
their peers may become self-conscious about their changing appearance. This
islikely when almost everyone they encounter comments on how tall they are
("How you've grown!"). Many report feeling awkward about being the first to
change. Most boys are happy about their changes and adjust well (Downs, 1990;
Gaddis & Brooks-Gunn, 1985).

Because of their increasingly masculine appearance, early-maturing boys

are given more freedom sooner than their later-developing peers. More fre-
guent opportunities (in and out of school) for attention, success, and privileges
promote positive self-esteem, which persists over the course of adolescence and
into adulthood. One down side of early maturation is having to meet higher
standards of behavior set by parents and teachers. These expectations are not
aways realistic.
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Y oung teenagers are considerably more vulnerable and self-conscious than
older teens (Rauste von Wright, 1989). Based on his study of Norwegian ado-
lescents, Alsaker (1992) reported that early-devel oping boys are more de-
pressed and produce more negative self-evaluations than on-time or late-
maturing boys. Alsaker notes that in Norway, masculine values are not
emphasized as much as they are in the United States.

Late-Maturing Boys

Of the four groups under consideration, late-maturing boys (who are about 15
to 16 years old when they begin puberty) have the hardest time adjusting (Al-
saker, 1992). Compared to their more masculine-looking high school peers, they
look child-like. Being 8 inches shorter and 30 pounds lighter than their age-
mates often brings sarcastic remarks, teasing, and other blows to their sensitive
egos. Even being told that they are "cute" or "cuddly" by more devel oped
femal e age-mates does not compensate for their feelings of isolation and hu-
miliation (Brooks-Gunn, 1988).

Their smaller stature is a disadvantage athletically and socially, and their

popul arity suffers. Some late-maturing boys overcompensate for their delayed
development by showing off and displaying other immature behaviors. This
brings even greater dishonor. To deal with their anguish, some acquire coping
and interpersonal skills that remain useful long after their belated physical
development. Depending on individual circumstances, late-maturing boys
might display the benefits and drawbacks of delayed maturation well into
adulthood (Peskin, 1972).
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OF THE
SPOTLIGHT - Adolescent GirlsBody Image

My body istoo big for me-too old-too mature-too voluptuous. | don't fit
it yet.
(15-year-old girl quoted by Rosenbaum, 1993, p. 64)

Adolescents al over the world are conscious of and sensitive about their ap-
pearance (Downs, 1990; Schlegel & Barry, 1991; Simmons & Blyth, 1987).
Schlegel and Barry mention reports of "young people running off to the
river to bathe and beautify themselves when their parents would rather
have them home working in the garden, or the careful attention given to
body painting and decoration before some village festivity. It does seem
however, that Western adolescents, and perhaps American adolescentsin
particular, are inordinately conscious of their appearance and overwhelm-
ingly dissatisfied with it" (p. 205).

As can be seen in Figure 3-6, of all age and gender groups, préadoles-

cent and early adolescent girls report the most dissatisfaction with their ap-
pearance, especially their shape and weight (Rauste-von Wright, 1989;
Tobin-Richards, Petersen, & Boxer, 1983; Wood, Becker, & Thompson, 1996).
Bodily development during puberty provides a powerful incentive for reap-
praisal, especially in asociety that so highly values physical attractiveness
(Rosenbaum, 1993). In most Western societies, during the courtship years,
looks play a disproportionate role in popularity, dating, and in self-concept
(Downs, 1990; Mendelson, White, & Mendelson, 1996; Simmons & Blyth,
1987). Women who are anxious about their appearance as adults report that
they did not like the way they looked when they were teenagers and that
they did not have satisfying encounters with age-mates (Keelan, Dion, &

FIGURE 3-6 The relationship of pubertal change to body image and feelings of
attractiveness. (From Richards et alv 199
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Dion, 1992). Middle-class girls are led to believe by fashion magazines,
friends, TV, and sometimes parents that slenderness achieved through diet-
ing, exercise, and weight management strategies will bring them personal
and professional success (Emmons, 1996; Levine, Smolak, & Hayden,
1994).

Adolescent girls evaluate their appearance partly on the basis of stan-

dards that vary according to their culture and subculture (Richards & Peter-
sen, 1987). Cultures and subcultures differ regarding what qualities are con-
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sidered attractive (Fallon, 1990). A study of West German girls (Silbereisen,
Petersen, Albrecht, & Kracke, 1989) reported that early maturers had rela-
tively high self-esteem, suggesting that there may be cultural differencesre-
garding what is considered attractive. For example, African-American and
Asian-American girlswho live in integrated communities are hard-pressed
to satisfy white standards of what is beautiful, especially regarding hair and
skin color (Phinney, 1989). Given the importance of feeling accepted by
one's crowd, deviating from cultural ideals of attractiveness can be a blow
to an adolescent's self-esteem. There is evidence that appearance (or at least
body shape and size) matters less to African-American and Asian-American
girlsthan it doesto white girls (Flynn & Fitzgibbon, 1996; Murray, 1996e€).
Those who are self-conscious about racial characteristics may resort to cos-
metics in an attempt to conform to a cultural ideal (Sarigiani, Camarena, &
Petersen, 1993).

Based on her study of Norwegian adolescents, Alsaker (1992) concluded
that early-maturing girls who are overweight develop more negative self-
evaluations than normal-weight early-maturing girls. Whereas adol escent
boys usually take pride in their changing bodies and abilities, adol escent
girls often have difficulty thinking of anything that they like about their
bodies (Rosenbaum, 1993). Thisis disturbing because, as Havighurst (1972)
noted, accepting one's physique and using one's body effectively is akey
task of adolescence. Given the relationship between body image and atti-
tudes about eating (Brooks-Gunn, Attie, Burrow, Rosso, & Warren, 1989),
we must be aware that girls and boys with poor body images diet exces-
sively and many develop serious eating disorders (Keel, Fulkerson, & Leon,
1997) (discussed in Chapter 13). (See Box 3-1.)

Rosenbaum interviewed 30 adolescent girls ranging in age from 11 to 17
years. Most of the girls saw themselves as average regarding their bodily
development. About one-third felt that they were less attractive than they
thought their peers viewed them. Although they were very influenced by
other people's perceptions of them, they generally discounted their mothers
judgments. " She thinks I'm gorgeous-that | have a perfect figure-but
that'salie. That'swhat all mothers say" (p. 69). Thought Question: Are par-
ents capable of viewing their children objectively?

When asked what they liked about their bodies, the girls looked per-

plexed and troubled. Many mentioned the absence of flaws like pimples,
freckles, or being fat. Two-thirds of the girls said that their hair-the one

part of their body over which they had some control-was their best fea-

ture. Half of the sample of girls said that they liked their eyes. However, the
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girls had much more to say about what they didn't like about their bodies.
They were most concerned about their weight and size, citing pudgy thighs,
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hips, and faces. Those who felt that they were too thin were afraid that they
would never develop features desirable to boys. The girls expressed ambiv-
alence about the growing fat cells that provided curves but also dreaded
weight. Many girls complained about their complexions, their noses (too
long), their breasts (too small), and their body hair ("messy, too dark, not
feminine, something boys were supposed to have").

Rosenbaum gave the girls three magic wishes: if they could, what

would they change about their bodies? The most common wish wasto lose
weight and keep it off. The girls also longed for blonder hair, blue eyes, a
clear complexion, a perfect figure, and straighter noses.

It is not surprising that most young girls compared themsel ves unfavor-
ably to society's image of ideal feminine beauty-Barbie dolls, movie stars,
magazine models, and Miss America. Older girls had more realistic body
Images and were more comfortable with their bodies than younger girls.
But all the girls "were continually revising their body image as they reacted
to, learned about, accepted, and integrated bodily change" (p. 78).

Summary

Timing of maturation clearly affects the behavior and emotional adjustment of
off-time adolescents. Pubertal change is most stressful when adolescents feel
out of step with their peers and when they receive negative feedback. The
specific effects of timing depend on their level of preparation for puberty, the
type of feedback they receive, and their own assessment of physical changes.
In Western culture at least, early-maturing boys benefit from the extratime
they have to work on social developmental tasks, but some suffer from the
pressure of heightened expectations.

Regarding body-image satisfaction, early-maturing boys benefit more than
early-maturing girls from developing qualities (such as size and strength) that
confer status and privilege on males. In fact, many young male adolescents
want to gain weight, presumably to become stronger and more muscular (Abell
& Richards, 1996). For many girls, the weight gain associated with pubertal
status conflicts with their desire to be thin (Swarr & Richards, 1996) (see Spot-
light - Adolescent Girls Body Image). Early-maturing girls usually like looking
more feminine, but many encounter pressure to date, and some experiment
with drugs and alcohol.

No obvious relationship between self-esteem, self-consciousness, and pu-
bertal timing for girls has been identified (Blyth et al., 1985; Downs, 1990; Sim-
mons & Blyth, 1987). The specific qualities and circumstances of each child,
including social life and social Stressors, must be included in any meaningful
account of timing of maturation (Cauffman & Steinberg, 1996). Finally, gender
differences in the effects of timing may be culture specific (Blyth et al., 1985;
Richards et a., 1993; Simmons & Blyth, 1987).
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Parents and pediatricians often express concern about the junk-food diets of
teenagers. Adolescent girlsin particular are susceptible to dieting patterns
that threaten their health (Emmons, 1996). The effects of poor nutrition on
development are greatest during periods of rapid growth, including prenatal
development, infancy, and early adolescence.

Malnutrition during adolescence usually reflects one of the following:
poverty, an eating disorder such as anorexia, a metabolic disorder such as
phenylketonuria (PKU), overzealous physical exertion in sports or dance, or
excessive dieting for a fashionable appearance or modeling (Rees & Trahms,
1989). Some effects of malnutrition can be permanent. Overnutrition can lead
to a sedentary lifestyle, a hopeless outlook, and lifelong obesity. Effective
interventions require family participation and nutrition education (Chapman,
Toma, Tuveson, & Jacob, 1997; McCullum & Achterberg, 1997). "Parents need
to learn how to support efforts of their adolescent children to modify their
habits or sustain modifications that require them to eat differently from their
peers' (Rees & Trahms, 1989, p. 213).

Box 3-1
Nutrition and
Growth

UNDERSTANDING PUBERTAL HORMONES

Study Question: How true is the common belief that "raging hormones" are at
the root of adolescent mood swings, depression, attitude problems, and parent-
adolescent conflict?

There is a significant increase in hormone secretion as children approach

and undergo puberty. Pubertal hormones play a crucial rolein growth, fertility
onset, and the development of secondary sexual characteristics. Because so
many changes in adolescent behavior and life coincide with pubertal change,

it istempting to attribute irritability and problem behavior to increases in hor-
monal activity. Aswe shall seein alater section, we can attribute some mood-
iness to hormones, but young people are irritated by alot of things-especially
by what they see as restrictive parents, demanding teachers, annoying siblings,
and many other life hassles.

One problem in understanding the role that hormones play in behavior
involves the complexities of the endocrine system. Hormones sometimes act
individually, but usually they act in combination. Warren and Brooks-Gunn
(1989), for example, observed that a combination of high progesterone and low
testosterone is associated with impatience in girls. Further, hormones can exert
their effects over short or long periods of time. They affect different peoplein
different ways. Early adolescents may be affected differently from middle and
late adolescents (Halpern & Udry, 1992; Paikoff & Brooks-Gunn, 1990).
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Gender differences in hormonal action are also likely (Nottelmann, Inoff-
Germain, Susman, & Chrousos, 1990). Some studies, for example, have identi-
fied direct relationships between hormones and delinguent behavior in boys
but not in girls. This suggests the existence of mediating factors that we have
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not yet identified (Bancroft, 1987; Buchanan, Eccles, & Becker, 1992; Nottelmann
et a., 1987; Nottelmann, Inoff-Germain, Susman, & Chrousas, 1990; Paikoff,
Brooks-Gunn, & Warren, 1991).

Models of Hormone Influence

Psychodynamic models such as those offered by Sigmund and Anna Freud
attribute primary significance to the role of increased hormone levels during
puberty, not only in promoting growth and maturation but also in evoking
changes in adolescent behavior and mood (Hamilton, 1984). As noted in Chap-
ter 2, the interactional-contextual perspective integrates biological and psycho-
social models of development (Lerner, 1992,1996). The model implies that the
specific effects of hormones on an adolescent's behavior depend partly on per-
sonal, social, and situational (contextual) variables.

An adolescent who is experiencing fluctuating hormone levels while work-

ing on adifficult math problem might respond to being teased by a younger
sibling with afriendly, silly, or aggressive response. |f she had recelved a good
grade on a math test that day, she might respond to the teasing by smiling or
joking. If she had failed the math test she might retaliate angrily with nasty
comments. The effects of hormonal fluctuations on her behavior are mediated
by current situational factors, in this case her math grade and how she feels
about it. The point is that specific elements of a situation determine how hor-
monally induced arousal will guide behavior. Figure 3-7 compares the direct,
indirect (mediated effects), and bidirectional effects models of hormonal influ-
ence on adolescent emotions.

Bidirectional models allow for the possibility that pubertal development
(including hormonal activity) not only affects behavior but isitself affected by
behaviors such as dieting and exercise and by stressful events. Stressful life
problems apparently lead to chronic increases in circulating hormones that can
produce maturational delays and behavioral effects (Nottelmann et al., 1990).

FIGURE 3-7 Direct and medi-
ated hormonal effects.
(Adapted from Graber &
Brooks-Gunn, 1995)
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The fact that almost all studiesin this area are correlational makes it hard to interpret
the direction of influence between hormonal and behavioral events (Rubin, 1990).
Like all other developmental changes, the effects of puberty are guided by
contextual variables. For example, the relationship between puberty and weight
gain in adolescent girls depends on the type of school that they attend (To-
bin-Richards et al., 1983). Girls who attend schools with fewer opportunities to
exercise are more preoccupied and less satisfied with their weight and appear-
ance. Keep in mind that events such as starting middle school, getting a job,

and dating occur at different ages for different adolescents. They are likely to
have different effects, depending on the specific age and maturity level of the
individual. Thought Question: Why would starting middle school affect an
early-maturing girl differently than an average- or late-maturing girl?

Does Aggressive Behavior Increase During Puberty?

One of the most clear-cut gender differences involves aggressive behavior;
males are considerably more aggressive than females (Beal, 1994). Because adult
mal es have about 10 times the concentration of testosterone that females do, it
IS tempting to attribute male aggressiveness to this hormone. (See Box 3-2.)
One group of investigators (Inoff-Germain et al., 1988) studied the rela-
tionship between hormone levels and aggressive behavior in 60 boys and girls
between the ages of 9 and 14 years. Parent-child interactions were videotaped
during problem-solving tasks. The investigators were able to measure circul at-
ing levels of male and femal e hormones associated with growth and sexual
development. They wanted to see whether hormone levels are related to ado-
lescents' expressions of anger, dominance, and defiance toward their parents.
The researchers did not observe alink between hormones and aggression for
the boys but did observe correlations between hormone concentrations and
aggressive behaviors of girls.

It is possible that, rather than having a direct effect on aggression, hor-

mones lead to arousal, which in turn triggers an emotional response (Graber &
Brooks-Gunn, 1995). Fluctuating levels of testosterone and estrogen are associ-
ated with increases in adolescent impatience, irritability, and lowered frustra-
tion tolerance (Angier, 1995). These emotional states, under conditions of provo-
cation, sometimes lead to aggressive behavior (Olweus, Mattsson, Schalling, &
Low, 1980,1988). The specific reaction or emotion may reflect how the individ-
ual interprets the emotional arousal. In any case, hormone levels are not likely
to induce aggression or other emotions unless some situational factor provides
justification (Graber & Brooks-Gunn, 1995).

The Role of Hormones in Adolescent Sexual Behavior

During early adolescence, fluctuations in testosterone and estrogen levels are
associated with heightened sexual arousal and behavior (Nottelmann et al.,
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1987; Udry & Tabert, 1988; Udry, Talbert, & Morris, 1986). Pubertal hormones,
especially testosterone, are associated with sexual arousal and behavior in
males and sexual behaviors other than intercourse in females, including sexual
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In male adolescents, pubertal development of the testes includes increasing
secretions of the hormone testosterone, which in turn promotes the growth of
the male genitals and devel opment of masculine body hair patterns,
including facial hair and baldness |Cameron, 1990). Testosterone also builds
up muscle cells, including tr i|fj :||[itor57i «Mbking the impressive low
pitched vocal soundsweas fl oiiu Adolescent males. These

observations are not controversial- BEI Ifhat role does testosterone play in
promoting aggression?

Sapolsky (1997) reviewstile é iEiiiice 11 ||-|; testosterone to aggressive
behavior. Males have higher te]pltl||rie |efels than females and are

generaly more aggressive, ielb i1 essiciii’;! after puberty, when
testosterone levels are highest, 11p any speMeSY/ testes produce high rates of
testosterone during the matin| Season, when Mate-male aggression is most
common. Because these observations are correlational, we are reluctant to
make inferences about cause and effect. Experimental evidence, homrevE',
would appear to support the connection. Castrating male monkeys Ireittoving
the source of testosterone) greatly diminishes aggression. Inject simthetic
testosterone back into these animals, and aggressive behavior returns»
Although it seems obvious that testosterone energizes aggressive

behavior, there is another possible explanation for the above observations:
Aggressive behavior elevates testosterone levels! Thereisimpressive
evidence supporting this view. mterindividual differences in testosterone
level do not predict subsequent differences in aggressive behavior.
Fluctuations in testosterone level over time in individuals do not predict
changes in aggressive behavior. " Study after study has shown that if you

thoughts and masturbation (Paikoff & Brooks-Gunn, 1990; Udry & Billy, 1987).
(Once again, correlational studies make it difficult to interpret the direction of
influence. Hormonal fluctuations may drive sexual arousal; sexual arousal

might trigger hormonal fluctuations.)

Udry (1988) maintains that testosterone level isrelated to sexual arousal in
young female adolescents, but its effect on behavior may be modified by social
controls, by girls participation in sports, and by having afather living at home.
Critical Thinking Question: How might these social factors lessen sexua ac-
tivity in teenage girls, regardless of hormonal levels?

Puberty and Cognitive Development
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Is the surge in physical growth we associate with puberty accompanied by a
corresponding spurt in mental development? Since the growth spurt at puberty
includes growth of the brain and cerebral reorganization (Thatcher, Walker, &
Guidice, 1987), it is plausible that new cognitive abilities also emerge. In the
next chapter, we will consider the possibility that cognitive advances mediate
the effects of pubertal change on moods, family relationships, and adol escent
behavior in general.

Over 30 years ago, Tanner (1962) hypothesized that an increase in mental
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FIGURE 3-8 Testosterone magnifies aggressive impulses that are already present.

examine testosterone levels when males are first placed together in the social
group, testosterone levels predict nothing about who is going to be
aggressive. The subsequent behavioral differences drive the hormonal
changes, rather than the other way around” (p. 46).

Castrating males typically leads to a decline in aggressive behavior, but it
doesn't eliminate it, especialy in socialy experienced individuals. "In the
right context, social conditioning can more than make up for the complete
absence of the hormone" (p. 50). Based on studies of dominance
hierarchies in male monkeys, Sapolsky concludes that "testosterone isn't
causing aggression, it's exaggerating the aggression that's already there....
Violence is more complex than a single hormone, and it is supremely rare
that any of our behaviors can be reduced to genetic destiny” (pp. 47, 50).

ability at puberty would be manifested as an |Q advantage in early-maturing
adolescents. Subsequent research revealed a small but reliable advantage in 1Q
and other measures of intellectual and academic achievement for early matur-
ers. Surprisingly, the |Q advantage was found to precede puberty and to persist
into adulthood (Newcombe & Baenninger, 1989; Newcombe & Dubas, 1987).
Tanner (1970) reported that even before they reach puberty, early maturers
develop faster than late maturers and are therefore taller and heavier. Since
early maturers show a cognitive advantage before puberty, it is possible that
there are social factors related to their enhanced physical growth that also stim-
ulate cognitive and intellectual development. For example, due to early matur-
ers more grown-up appearance, adults and friends might treat them more like
adults. This, in turn, could stimulate intellectual growth.

It is also possible that larger préadolescents are perceived as being more
attractive than their smaller peers. Perhaps they are also judged to be smarter.
If that's the case, they may be given more cognitive stimulation than their less
mature-looking peers. Thus, the advantages that we ascribe to early-maturing
boys, often attributed to their mature appearance or abilities, might instead
reflect cognitive and verbal abilities that precede adolescence (Newcombe &
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Baenninger, 1989). The cognitive changes of adolescence will be explored at
length in the next chapter.
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|s There a Connection Between Hormones,
Moods, and Behavior?

Studies of adolescent mood do not support G. Stanley Hall's and Anna Freud's
(1946) depiction of teenagersin turmoil (Greene, 1990). The story is somewhat
more complicated than they imagined (Larson & Ham, 1993; Simmons & Bly th,
1987). Early adolescence is not a particularly turbulent time for most children,
although there is more moodiness, nervousness, and restlessness (Buchanan,
1991; Buchanan, Eccles, & Becker, 1992). Isirritability caused by heightened
hormone levels, by stressful circumstances, or by some combination of the two?
Adolescents report "more swings in mood, more intense moods, lower or

more variable energy levels, and more restlessness than people at other points
in development” (Buchanan et al., 1992, p. 98). These investigators alow for a
possible hormonal role in anxiety, self-consciousness, and family conflict. They
caution, however, that many nonhormonal factors-for example, gender, age,
and timing of maturation-also influence adolescent behavior and probably
mediate the effects of hormonal activity.

M oderate concentrations of sex steroids (testosterone and estradiol) are
associated with positive mood, alertness, and happiness (Buchanan et al., 1992).
Low levels of estradiol correlate with depression and unstable mood. Very high
concentrations of sex steroids are associated with anxiety and depression. But
these hormone-behavior associations apparently require emotional circum-
stances that heighten arousal, such as a celebration or an argument (Paikoff et
al., 1991).

Adolescent moodiness and the so-called attitude problem probably reflect multiple
life Stressors and limited coping resources more than hormonal fluctuations.
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Sigmund Freud assumed that the hormonal surge of early adolescence trig-

gers intense sexual feelings, which might be directed toward family members.
As discussed in Chapter 2, he assumed that these feelings are threatening to

the adolescent because they are unfamiliar and socially unacceptable. Anna
Freud (1966) used thisideato account for adolescent irritability, depression,
and parent-adol escent conflict. Non-Freudian theorists counter that adol escent
moodiness is a reaction to changes in adol escent appearance and self-concept
and to heightened expectations from parents and teachers (Brooks-Gunn, 1984).
Aswe have seen, early adolescence isadistinctive life period in that a

variety of potentially stressful life events occur almost simultaneously, includ-
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ing puberty, dating, and school transitions (Simmons, Burgeson, Carlton-Ford,
& Blyth, 1987). Larson and Ham (1993) attribute the heightened moodiness of
young adolescents not to hormones but rather to the "pileup” of negative life
events. They interviewed 483 fifth to ninth graders and their parentsto gain
hour-by-hour reports about the adolescents' daily emotional states. This was
done for 1 week. They also requested information from parents and children
about recent major events in the children's lives.

They found that the average young adol escent encounters a greater number

of unexpected, stressful life events than does the typical préadolescent. Nega-
tive life eventsinclude problems involving peers (e.g., fight with afriend),
school (e.g., change of school) and family (e.g., fight with parents). The study
revealed a correl ation between the number of negative life events and adoles-
cent moodiness,

Adolescents heightened distress reflected both real increases in negative

life events and changes in adolescents' interpretation of these events. Préado-
lescents who experienced multiple life Stressors did not seem to get as upset
by them. Larson and Ham surmise that the moodiness we observe in many
young adolescentsis at least partly attributable to the increasing number of
Stressors these children encounter.

Are Parent-Child Relationships Affected by Puberty?

During early adolescence, interpersonal relationships are in transition (Alsaker,
1995,1996). Sigmund Freud (1936) hypothesized that hormonally induced sex-
ual tensions during puberty motivate adolescents to seek greater distance from
their parents. Puberty is associated with increased parent-child distance and
conflict, particularly between adolescent girls and their mothers (Anderson,
Hetherington, & Clingempesl, 1989; Greif & Ulman, 1982; Montemayor, 1986).
This may reflect mothers confusion or distress about their daughter's attempts
to become more independent (Holmbeck & Hill, 1991b). Thought Question:
Why would we expect mothers rather than fathers to receive the brunt of ad-
olescent irritability?

Early adolescents spend less time with their parents and begin to resist or

at least question parental restrictions. Investigators report more expressions of
negative feelings and fewer expressions of positive feelings by early adolescents
(Csikzentmihalyi & Larson, 1984; Steinberg, 1981, 1987b, 1989). Family rela-
tionships become more tense and conflicted. Non-Freudians attribute the dis-
tancing effect to either adolescents increasing desire for independence (Papini,
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Clark, Barnett, & Savage, 1989), to increasing peer influence, or to the difficulty

parents have in dealing with moody, unpredictable teenagers (Buchanan, 1991).
To determine how puberty is related to parent-child distance, Steinberg
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(1988) asked 157 male and femal e first-born adol escents between the ages of 11
and 16 years and their parents to compl ete questionnaires measuring auton-
omy, conflict, and parent-child closeness. All participants completed two ques-
tionnaires ayear apart. Independent raters assessed each child's pubertal status.
The results confirmed that during puberty, adolescent desire for self-regulation
increases, especially for boys. Steinberg found modest increases in parent-child
distance and parent-child conflict, particularly during the early stages of pu-
berty. Early-maturing boys reported more conflict with mothers. Girls also re-
ported more conflict with mothers, regardless of the timing of their maturation.
Steinberg's results support his acceleration hypothesis, that parent-child
distance accelerates pubertal maturation. Girls who reported more conflict with
their mothers matured earlier than their counterparts. Boys maturation timing
was not influenced by their relationships with their parents. Girls maturation
does seem to be accelerated by conflict with their mothers. Ellis (1991) suggests
that stressincreases girls estrogen levels, which, in turn, leads girls to experi-
ence more distance from their mothers. Steinberg cautions that adolescents are
more likely than their parents to report feeling distant.

In summary, pubertal change is related to adolescents' subjective sense of
emotional distance from their parents. Pubertal maturation in boys and girls
foretells adesire for greater autonomy and less perceived closeness to parents,
at least in intact, white, middle-class families (Anderson et al., 1989; Paikoff et
al., 1991). Other family configurations and ethnic groups have received rela-
tively little attention from researchers. Regarding family configuration, thereis
evidence that adolescent girlsfeel distant from their grandfathers (Clingempesl,
Colyar, Brand, & Hetherington, 1992). Comparing Mexican-American and non-
Hispanic white families, Molina and Chassin (1996) report that ethnicity mod-
erates the effects of pubertal status on parent-adol escent relationships. For the
most part, however, parent-child relationships are positive during early ado-
lescence (Greene & Grimsley, 1990).

SUMMARY

1. The onset of puberty is a convenient marker
for the end of childhood and the beginning of
adolescence. During puberty we observe re-
markable changesin children's size, shape, and
other body features. Changes in appearance
have social stimulus valuein that they influence
how adults and peers view and treat young
people. Adolescents who look more adult-like
may have to cope with heightened expectations
and pressures at home and at school. Those who
are physically attractive receive more attention
and are perceived more positively by peers and
adults.
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2. Parentsin Western societies usualy have
mixed feelings about their children's physical
and sexual maturation. They may feel excite-
ment and pride but also concern. Too many ad-
olescents do not receive the emotional support
that they need from their families and friends.
Nor are they given information that would help
them prepare for and understand their physic
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and social metamorphosis. As aresult, thereis
often adiscrepancy between adolescents emo-
tional and social adjustment and the expecta-
tions of parents and teachers.

3. Researchers can measure pubertal status us-
ing rating scales based on physical examina-
tions of children. Self-ratings also provide use-
ful information about adolescents' perceptions
of their bodily development and social status.
Early adolescence provides researchers with an
ideal opportunity to study the interplay of bio-
logical, personal, and social changes.

4. Puberty is aperiod of transition from repro-
ductive immaturity to reproductive maturity.
Changes in hormone levels, bone structure, fat
deposits, and sex organs begin almost simulta-
neously. Secondary sexual characteristicsin-
clude growth of body hair, breast devel opment,
adult facial features, voice deepening, and in-
creasing fat deposits.

5. The growth spurt for girls begins at about
age 10 and for boys about a year later. Boys
and girls grow about 10 inches and gain about
40 pounds during a 4-year period, on the
average.

6. Adolescents today mature more quickly than
their ancestors did. By late adolescence, they are
larger and taller. The secular trend toward ear-
lier maturation presumably reflects improve-
mentsin children's nutrition and health. One
troublesome consequence of early fertility isan
increased number of unwanted pregnancies.
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7. Puberty isareactivation of hormonal activity
that began during the fetal period of develop-
ment. Sexual maturation isinhibited during in-
fancy, but the specific mechanismsthat lead to
inhibition and disinhibition are not known. So-
cial-environmental factors such asfamily Stres-
sors interact with hormones to determine the
onset and course of pubertal change.

8. Children who are prepared for their physical
and sexual changes before the changes occur
usually respond more positively and cope bet-
ter. Girlswho are given little or no information
about menstruating may come to view their pe-
riods as a burden rather than as a symbol of
femininity. Most boys enjoy their growth and
sexua maturation, but those who are not pre-
pared for thelr first gjaculation may experience
embarrassment and confusion.

9. The timing and duration of physical change
have important psychological consequences for
how adolescents view and feel about them-
selves. Although timing effects could have a di-
rect biological origin (early maturers show dif-
ferent changes from late maturers), they usually
reflect the interaction between timing of pu-
berty relative to that of one's peers and adoles-
cents feelings about their own changes.

10. Early and late maturers may consider them-
selves abnormal unless they are given infor-
mation about the wide range of variationsin
growth. Early maturation generally is advan-
tageous to boys and is either disadvantageous
to or has minimal effect on girls adjustment. Of
the four maturation groups studied, early-
maturing boys adjust best and late-maturing
boys adjust worst. Timing has modest, tempo-
rary effects on early- and late-maturing girls.
Gender differences in the effects of timing may
be culture-specific.

11. Adolescent girlsin particular are dissatis-
fied with the way the look. They tend to be self-
conscious about their body shape and weight.

It is almost impossible for most girlsto attain
the slender, shapely body advertised in fashion
magazines, in movies, and on television.
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12. Although we can attribute some moodiness
to hormonal fluctuations, it is probably the com-
bination of hormonal arousal and stressful or
annoying life events that triggersirritable
moods and aggressive behaviors. It is unusual
for adolescents to behave aggressively or anti-
socially without provocation. Since most stud-
iesin this area are correlational, it is hard to
interpret the direction of influence between hor-
mones and behavior.

13. Thereis still much that we do not know
about the physiological mechanisms that initi-
ate and regulate growth and sexual maturation,
how biological changesinteract with environ-
mental factorsto promote or impede matura-
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tion, and the extent to which individual differ-
ences in maturation and behavior reflect

gender, ethnic group membership, and cultural
factors.

GLOSSARY

Pubescent Entering puberty

Socia stimulus value Individual qualities that at-
tract attention

Pubertal status Current level of pubertal
development

Pubertal Development Scale (PDS) A brief self-
report instrument that rates maturational status
using five pubertal markers

Puberty The period of transition from reproductive
immaturity (nonfertility) to reproductive matu-
rity (fertility)

Menarche The onset of menstruation

Growth spurt A period of rapid skeletal growth
during puberty

Sexual maturation Achieving fertility; the bodily
changes that support reproduction

Primary sexual changes Changesin the testes and
ovaries
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Ovulation The monthly release from the ovaries of
aripened egg

Spermatogenesis The manufacture of sperm
Secondary sexual characteristics The growth of
body hair, breast enlargement, adult facial fea-
tures, voice deepening, and increasing fat
deposits

Secular trend The trend toward earlier sexual
maturation

Hormones Chemical messengers manufactured by
the endocrine glands that help regulate bodily
processes

Disinhibition The inhibition of inhibition

Critical weight model Hypothesis that the critical
factor in triggering the onset of puberty is at-
taining a minimum percentage of body fat
Pituitary gland Gland located beneath the brain
that produces the largest number of hormones
HGH Human growth hormone

Androgens Hormones that predominate in males
Estrogens Hormones that predominate in females
Sex hormones (steroids) Hormones that influence
sexua maturation and behavior

Semenarche The onset of sperm production
Projective tests Personality tests consisting of am-
biguous figures

Premenstrual syndrome Recurrent emotional and
physical problems surrounding menstruation
Pubertal timing Whether pubertal statusison time,
early, or late relative to some reference group,
usually one's age- or grade-mates

Objective timing Actual age when puberty begins
Subjective timing Adolescent's personal assess-
ment of when puberty begins

Early maturers The first 20% of a cohort group to
begin puberty

Late maturers The last 20% of a cohort group to be-
gin puberty

Sex steroids Sex hormones that appear to affect
mood

Acceleration hypothesis The hypothesis that par-
ent-child distance accel erates pubertal

maturation

THOUGHT QUESTIONS
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1. Many parents have little to say to their chil-
dren that would prepare them for the physical
changes of puberty (Brooks-Gunn & Reiter,
1990). What do children need to know before
puberty begins that will help them adjust to
their changes? What would you tell your child?
2. Many young adol escents feel awkward or
self-conscious about their bodily changes dur-
ing puberty. How do peers, parents, and the
media contribute to these feelings? How could
parents and teachers be more sensitive?

3. Why isit unfair to attribute teenagers mood-
iness or irritability to their "raging hormones?"
How might adolescent females feel when their
assertive behavior is attributed to premenstrual
syndrome (PMS)?
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SELF-TEST

1. The one aspect of adolescence that appears to be inevitable and
universal is

a. educational transitions

b. vocational preparation

C. Separation from one's parents

d. puberty

2. Which one of the following probably has the greatest social stimulus
value for adolescents?

a. adolescents clothing

b. adolescents speech

c. adolescents bodies

d. adolescents abilities

3. Researchers can gauge an adolescent's pubertal status using
a. blood, saliva, and urine tests

b. aphysical examination

c. adolescent self-reports

d. al of the above

4. The main factor influencing physical growth and development is
a. nutrition

file:/I/E|/0-471-57190-3. TXT (119 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

b. heredity
C. stress
d. health

5. During the growth spurt, boys and girls gain an average of how many
pounds?

a 20

b. 40

c. 60

d. 80

6. For males, aprimary sexual changeis
a. body hair

b. maturation of the testes

c. degpening of the voice

d. all of the above
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7. For females, the first indication of puberty usually is
a. the growth spurt

b. menarche

c. development of breast buds

d. changesin muscle and fat composition

8. The secular trend refers to generational differencesin
a. age of onset of fertility

b. body size

c. body weight

d. al of the above

9. According to the critical weight model of puberty onset, the key factor
instigating puberty is

a. percentage of body fat

b. steroids

C. health and diet

d. hormones

10. Menarche in females corresponds to in males.
a. anarche

b. semenarche

c. archeology

d. nocturnal emissions

11. Compared to early-maturing boys, late-maturing boys are considered
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a. more masculine
b. more attractive

C. better groomed

d. more childish

12. Early-maturing girlstypicaly tell about their bodily
changes.

a. their mothers

b. their friends

c. their older siblings

d. no one
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13. Which group appears to benefit the most from the timing of their
physical changes?

a. early-maturing boys

b. early-maturing girls

c. late-maturing boys

d. late-maturing girls

14. During adolescence, hormonal fluctuations appear to influence
a. feelings of frustration and aggression

b. sexual feelings

c. mood

d. al of the above

FOUR
COGNITIVE ELOPMENT
IN ADOLESCENCE

Preview Questions

1. What do we mean by the term cognition?

2. In what ways do adolescent thinking and reasoning differ from
that of younger children?

3. How can we account for gender and ethnic differencesin intelli-
gence test performance?

4. How do psychologists define and attempt to measure intelligence?
5. What cognitive abilities do adolescents apply when reasoning
about social encounters?

6. In what sense is adolescent thinking distorted?

Disclosures
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| wish | could make my parents listen to me. | also wish that | could do better. | wish | was easier to

get along with. It's hard to get along with my parents. It's hard to understand things about life. | just

refuse to be understanding. | always want things to be my way. Lately, | realize that not everything can

be my way. (17-year-old male)

Anywhere we [teenagers] go, we are always being watched. People think that we're going to be doing
something bad. (16-year-old male)
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Self-Test 145
BEN AND ELYSE

Ben's parents invite him to accompany them to a neighborhood movie theater.
Ben has been looking forward to seeing this movie, but at age 14 he's self-
conscious about being seen with his parents in public. What if one of hisfriends
sees him sitting in the theater with them? While checking himself out in the bath-
room mirror, he thinks, "Thisis very uncool. Well, if any of my friends see me,
I'll just ignore them. Or I'll pretend that I'm there by myself. Anyway, the theater
will be dark, and I'll sit afew rowsin front of Mom and Dad. They won't mind."
Fourteen-year-old honor student Elyse Meredith believes that she has the

right to bring her backpack to her classes each day. How €else can she carry
around all her books and materials? Her principal, the district superintendent,
and some teachers at her school disagree. They see her bulging backpack as a
threat to the health and safety of students and teachers and believe that it should
be banned from classrooms, hallways, and the school cafeteria.

After teachers complained of tripping over backpacks stuffed with cans of

hair spray and stuffed animals, her school imposed a backpack ban. Unlike her
peers, Elyse refused to store her backpack in her locker, complaining that the
3-minute break between classes was not enough time for her to go to her locker
and get her belongings. Having read Thor eau's essay "Civil Disobedience" and
being an admirer of Martin Luther King, Elyse viewed her situation as "a ques-
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tion of liberties. | fedl it'simportant to stand up for liberties you have, to keep
them. | feel [the backpack ban] istaking away students' rights to property.” De-
spite 10 days of suspension and alack of peer support, Elyse and her lawyer fa-
ther carry on the battle for her civil liberties. A judge eventually decidesthisis-
sue-not in Elyse's favor (Hanley, 1996).

During the early adolescent years, young people like Ben and Elyse not only
begin to think for themselves, they also spend far more time thinking about them-
selves. As a préadolescent, Ben never gave a second thought to being seen with
his parents. He jumped at any chance to accompany them to the movies, to res-
taurants, or to the mall. But something has changed. Ben's self-consciousness re-
flects his newfound concern about how others (especially his peers) see him and
what they think about him. His desire to maintain his cool image in public re-
flects emerging self-evaluation and reasoning abilities that we don't ordinarily
find in younger children.

Elyse's willingness to defy powerful authority figures who challenge her

file:/I/E|/0-471-57190-3. TXT (123 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

rights stands in dramatic contrast to the compliance and conformity we usually
observe in school children. Her defiant behavior is propelled by her heartfelt be-
lief that she has rights that cannot be compromised. Somehow, Elyse has begun
to create for herself aworld view based on abstract principles of justice and
fairness.

Over the course of childhood and adolescence, our behaviors and feglings be-
come increasingly guided by situations as we perceive and interpret them (Maho-
ney, 1991). Ben's concerns about how his friends evaluate him may or may not be
valid. After all, he occasionally sees his friends accompanied by their parents, and
he doesn't think less of them. But like his peers, Ben is guided more by his self-
conscious interpretation of events than by the events themselves. Aswe shall see,
advances in adolescent thinking and reasoning do not preclude the existence of
glaring misconceptions and distortions about the world of people and things
(Klaczynski, 1997). Psychologists use the term cognition to refer to the various
ways in which we know the world and try to make sense out of our life experi-
ences. New cognitive abilities involving perception, logical thinking and reason-
ing, planning, memory, language, and problem solving emerge and extend into
each and every domain of adolescent life (Siegler, 1991). Of particular importance
are critical thinking skills that allow young people to analyze, evaluate, and oc-
casionally challenge the information that they are given from teachers, parents,
peers, and the media (Keating, 1990; Murray, 1997a).

Appearing more adultlike in body size and shape, Ben and Elyse are becom-

ing better able to think for themselves, to understand their own and other peo-
ple's thoughts, motives, values, and points of view. Their increasingly sophisti-
cated reasoning abilities play amajor role in shaping their beliefs about what
constitutes acceptable behavior. We study cognitive development for many rea-
sons, but mainly because how we think about and know the world colors our every
decision and action. Over the next several years, Ben and Elyse will have to think
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long and hard about issues concerning their health and safety, their relationships,
their goals and values, and their future.

In this chapter we raise several questions

concerning cognitive development during ado-
lescence. In what ways is the thinking of the
adolescent more advanced than that of a

younger child? How do adolescents think and

reason about their problems, their relation-

ships, and their behavior? Are there gender

or ethnic differencesin intellectua perfor-

mance? And to what extent are young peo-

pie preoccupied with how they are viewed by others?
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ADVANCESIN THINKING DURING ADOLESCENCE

For amajority of adolescents, a transformation in thinking and reasoning begins
at about the same time (age 11 to 14) as the bodily changes we studied in
Chapter 3. Although there are marked individual differencesin when and how
higher-order thinking emerges, almost all adolescents show dramatic improve-
ment in their ability to think rationally and to reason systematically. In fact,
there are surprisingly few differences between adolescent and adult thinking
(U.S. Office of Technology Assessment, 1991). The cognitive transformation that
we study in this chapter allows adolescents aricher, more reflective under-
standing of themselves, their social world, and their future lives (Sternberg,
1990).

Over the course of adolescence, advances in reasoning extend to different
domains of adolescent life and problem solving, including self-concept, inter-
personal understanding, values, and decisions about education, careers, and
romance. However, having an ability doesn't mean that it will be exercised
correctly or at all. Cognitive advances represent potential rather than typical
everday thinking and problem solving (Keating, 1990). Experience, education,
and training support the application of intellectual abilitiesto increasingly di-
verse areas of adolescent life (Box 4-1).

WHAT ISINTELLIGENCE?

If my cocker spaniel Maxie wants to know what something is, she smellsiit.

She smells everything: that's her job as adog. | love my dog, but | have to admit
that, because of her obsession with scent, she has a severely limited knowledge
base. According to Piaget, an infant can only know something, for example a
rattle, by sensing it (e.g., touching, tasting, or looking at it) or by acting on it
(e.g., shaking or throwing it)-not so different from a dog. Dogs and babies
know the world mainly by sensing it and acting on it. But in arelatively short
time, the child will be able to know what arattleis conceptualy (i.e., "plast
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Thought Question: Why bother looking for gender and ethnic differencesin
intelligence in the first place? (Eagly, 1995)

Over this century, psychologists have tried to determine whether males

and females differ in cognitive abilities, intelligence, achievement, and even
wisdom (Orwoll & Achenbaum, 1993). Despite the duration of the search,
clear-cut gender differences have been few and far between. Perhaps due to
more equal opportunities in education, the slight to moderate gender
differences that were reported earlier in the century (e.g., in verbal ability or
gpatial visualization) have become much smaller or disappeared. What we
observe today is substantial overlap in the intellectual performance of male
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and femal e adolescents (Dubas & Petersen, 1993).

Most reviews of research on general intelligence report few if any gender

differences (e.g., Hyde, 1994; Maccoby & Jacklin, 1974; Neisser et al., 1996).

Girlsreceive dightly higher grades than boys at all grade levelsand in al

academic areas and typically display greater verbal fluency (Halpern, 1992).

Although girls perform better than boys in math until puberty, boys

generaly do better than girls (e.g., on the math SAT and PSAT) throughout

adolescence (Halpern, 1992; Linn & Hyde, 1991).* (See Figure 4-1 on page

118.) Male adolescents are more likely than females to apply formal

operational thinking. Whether thisis due to biology, socialization,

opportunity, or some combination remains to be seen (Dubas & Petersen,

1993), although parents and teachers appear to have higher expectations

regarding math performance for boys (Keating, 1990). We will return to this

issue in Chapter 11.

* Regarding the College Board's advanced placement and achievement tests, male students attain
moderately higher scores in physics, chemistry, and computer science. Females show a dlight
advantage on language examinations. Gender differences in scores appear to be narrowing,
especially in American History and Computer Science (Stumpf & Stanley, 1996).

Box 4-1

Are There
Gender
Differencesin
Cognitive
Development?

baby toy that makes a noise"). The child will experience an awareness and
understanding of the world and herself that even a professiona dog such as
Lassie could only dream of. So, what is thisintelligence that allows only humans
(asfar as we know) to create aworld of ideas and concepts?

Although there is general agreement among psychologists that intelligence
exists and can explain individual differencesin achievement behavior, thereis
no widely accepted definition of the term (Shobris, 1996; Weinberg, 1989). We
do know that people differ in their ability to learn from experience, adapt to
their environments, understand complicated subject matter, and solve every-
day problems by reasoning about them (Neisser et a., 1996). In everyday life,
we consider someone to beintelligent if he or she is knowledgeable or credtive,
can learn new materials or skills quickly, or can adapt quickly to changing
circumstances. Older people generally know more than younger people, but
that doesn't mean that older people are more intelligent. They simply have had
more time (and experience) to learn about the world.

114
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Traditional models of intellectual development assessed how we know the
world (cognition) by measuring what we know about it (knowledge). Skirting
the issue of what intelligence redlly is, most cognitive scientists have accepted
an operational definition: Intelligence is whatever intelligence tests measure.
This practical definition has allowed valuable research, but real-life skills and
competencies that go beyond those measured by academically oriented intel-
ligence tests have received much less attention (M atthews & Keating, 1995).

If we accept that there is such athing asintelligence, isit one ability (known

as global or general intelligence) or many? After all, most of us are good at some
things and not at others. Do people in successful relationships, for example,
have interpersonal intelligence? Today, psychologists consider the possibility that
there are multiple intelligences that, for the most part, are not tapped by stan-
dardized intelligence tests. Psychologist Robert Sternberg maintains that cre-
ativity and practical intelligence are not measured by mainstream intelligence
tests (Sternberg, 1985; Sternberg, Wagner, Williams, & Horvath, 1995). Thought
Question: Are some types of intelligence more adaptive than others?

The idea of practical intelligence echoes popular notions of "street smarts'

and "common sense”" (Neisser, 1976; Neisser et al., 1996). To do well in school,
students need to be "book smart" (demonstrate logical and verbal abilities),

but can they solve ordinary life problems such as programming a VCR or bal-
ancing a checkbook? How well do they get along with a difficult sibling? Can
they avoid a hostile confrontation with a bully or figure out the best route for
driving to Grandma's house? Surprisingly, there seemsto be little correlation
between academic and practical intelligence (Sternberg et al., 1995). Further,
different ethnic groups and cultures have their own conception of what intel-
ligence is and how it should be measured (Heath, 1983; Rogoff & Chavajay,
1995).

Psychologist Howard Gardner (1983, 1993) claims that traditional models

of intelligence are too narrow. They are oriented only toward logic and aca-
demic knowledge. Gardner proposes seven different types of intelligence: mu-
sical, spatial, linguistic, logic-mathematical, kinesthetic (body movement), in-
terpersonal (understanding others), and intrapersonal (understanding oneself)
(Table 4-1).

According to Gardner, performance in any one of these domainsisinde-
pendent of performance in the others, challenging the idea of general intelli-
gence. Further, each type of intelligence shows improvement with age and has
itsown "language" or coding system. At any particular moment, whether we
are organizing a party or playing avideo game, we are displaying several types
of intelligence. Gardner maintains that students find instruction more mean-
ingful when it is geared to their personal and artistic sides. He advocates the
use of portfolio assessments as away of assessing students competencies. Port-
folios include students' artwork, creative writing, musical recordings, inter-
views, and any other materials that indicate mastery of a concept (Murray,
1996b).
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Each individual shows relative strengths and weaknesses in each of the
seven domains of multiple intelligence, resulting in aunique intellectua profile.
Such a profile would be useful in vocational counseling. Counselors could ad-
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Three Approaches to Studying Intellectual Development

Table 4-1 Gardner's Multiple Intelligences

Intelligence Processing Operations End-State Performance Possibilities

Linguistic Sensitivity to the sounds, rhythms, and meanings of words  Poet, journalist

and the different functions of language

Logico- Sensitivity to, and capacity to detect, logical or numerical Mathematician, scientist
mathematical patterns; ability to handle long chains of logical reasoning

Musical Ability to produce and appreciate pitch, rhythm (or Violinist, composer
melody), and aesthetic-sounding tones; understanding of

the forms of musical expressiveness

Spatial Ability to perceive the visual-spatial world accurately, to Sculptor, navigator
perform transformations on these perceptions, and to re-

create aspects of visual experience in the absence of

relevant stimuli

Bodily/kinesthetic  Ability to use the body skillfully for expressive aswell as  Dancer, athlete
goal-directed purposes; ability to handle objects skillfully

Interpersonal Ability to detect and respond appropriately to the moods,  Therapist, salesperson
temperaments, motivations, and intentions of others

Intrapersonal Ability to discriminate complex inner feelings and to use Person with detailed,
them to guide one's own behavior; knowledge of one's accurate self-knowledge

own strengths, weaknesses, desires, and intelligences

Sources: Gardner, 1983, 1993. (From Berk, 1996.)

vise students to pursue vocational areas that are consistent with their intellec-
tual strengths. Gardner and others (Matarazzo, 1992; Mathews & Keating, 1995;
McClelland, 1973) contend that there are multiple pathways to intellectual and
social competence. They urge schools to support student development in do-
mains of expertise and competence (including practical intelligence) that go
well beyond math, verbal, and spatial items on general intelligence tests.

Many elementary and middle schools have adopted some of Gardner's

Ideas, but there have not been enough outcomes assessment studies to allow
evaluation of their success. Critics maintain that Gardner's seven intelligences
are better understood as special talents that may or may not reflect general
intelligence (Neisser et al., 1996). Others worry that attention to students' cre-
ative and interpersonal skills might detract from basic instruction in math, read-
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ing, and writing (Murray, 1996b).

THREE APPROACHES TO STUDYING
INTELLECTUAL DEVELOPMENT

Most psychologists studying cognition and intelligence have adopted one of
three quite different strategies: the psychometric approach, the information pro-
cessing approach, and the stage developmental approach. The three approaches
have in common the goal of describing and explaining age-related changesin
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children's and adol escents' ability to know and understand the world. None of

the approaches provides a complete picture of intellectual functioning (Bjork-
lund, 1997). Whereas the information processing and stage developmental ap-
proaches ook for universal patterns in adolescent thinking abilities, the psy-
chometric approach focuses on individual differences. All three approaches
depend heavily on hypothetical constructs (abstract concepts) such as intelligence
and knowledge to accomplish this goal.

Psychometric (Mental Abilities) Approach

Based on the pioneering work of psychologists Alfred Binet (1916) and Ray-
mond Cattell (1971), the psychometric approach to intellectual development
emphasi zes statistical measurement of individual differencesin mental con-
structs, the quantifiable aspects of what and how much we know. It isthe
earliest model and the most practical of the three approaches we consider (K eat-
ing, 1990).

The psychometric approach views intelligence as a set of hypothetical men-

tal abilities on which people differ. Its main premise is that the higher one scores
on an intelligence test, the more intelligence one has. For most of this century,
psychologists have defined and attempted to measure intelligence using stan-
dardized tests of verbal and mathematical skills, memory, spatia cognition,

and problem-solving skills (Sternberg & Powell, 1983). Standardized tests of
intelligence such as the Stanford Binet Intelligence Scale and the Wechsler
Scales assess an individual's mental abilities at a given age. The resultant in-
telligence quotients (1Qs) can be used to compare an individual's intellectual
status to that of his or her cohort group (usually age-mates).

During their construction, intelligence tests are administered to large, rep-
resentative samples of people. Test scores of individualsin each age group form
a bell-shaped curve in which most scores fall near the center and progressively
fewer scoresfall at the extremes. Using this so-called normal distribution of
scores, test designers cal culate norms, standards against which future test tak-
ers are compared (Berk, 1996).
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Intelligence test scores usually are converted to a scale in which the average
score is 100. Thus, the average | Q score for each chronological age group is
always 100. Scores below 75 indicate mental retardation and those above 130
represent "superior intelligence" (Azar, 1996b). The average of 100 is main-
tained by periodically recalibrating the test. If Uma achieves a score of 120 on
an intelligence test, we can conclude that she is a brighter-than-average 15-year-
old. Only about 11% of her age-mates have an |Q higher than 120. In some I1Q
tests, an individual is given separate verba and performance scores and an
overall 1Q score.

|Q scores remain relatively stable over adolescence; that is, adolescents who
score higher than their peers during early adolescence continue to do so
throughout middle and late adolescence. The stability of 1Q scores does not
reflect the absence of intellectual growth. Intellectual ability improvesfor vir-
tually all adolescents, but their relative standing does not change very much
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Intelligence tests are useful in
determining whether or not
students are working up to
their potential, but they do
not predict vocational success
or personal happiness.

over time. |Q scores have risen in developed countries over this century, about
3 points a decade (Azar, 1996b), but we don't know why.

The Scholastic Assessment Test (SAT) (administered by the College

Board) is used by most colleges to make decisions about admissions and finan-
cial aid. About 41% of graduating high school seniorstake the SAT, represent-
ing 90% of the seniors applying to 4-year colleges (Arenson, 1996a). Because
grading standards vary considerably from one school to another, most colleges
and universities heavily weigh performance on standardized tests. The SAT
combines verbal and math scores into one global measure. Used in conjunction
with high school grades and class ranking, the SAT isafairly good predictor

of how well a student will perform in college, at least during the first year.
Revision of the exam in 1994 included arecalibration of the scoring system and
the inclusion of more critical thinking and practical problem-solving items than
were contained in the older version of the exam (Figure 4-1).

The Preliminary Scholastic Assessment Test (PSAT) helps students prepare for
the SAT and is also used in the selection of semifinalists for National Merit
Scholarships (awarded to students deemed most likely to succeed in college).
Critics have charged that both tests discriminate against females, who do
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FIGURE 4-1 Average scores on the verbal and math section of the SAT, 1972-1996.

dlightly worse on the tests even though they get better grades in high school
and college. The addition of a multiple-choice writing component to the PSAT
in 1997 is expected to improve the test's ability to predict college performance
and help female students win their fair share of National Merit Scholarships
(Arenson, 1996a).

Intelligence test results are helpful in determining whether a given student
iIsworking up to hisor her potential. If a student scores well on an intelligence
test but does poorly in school, we try to make sense of the student's "under-
achievement.” |Q tests also can be used to place students in appropriate aca-
demic tracks or classes. In fact, thisiswhat Alfred Binet had in mind when he
created the first intelligence tests. Although there is a modest correlation be-
tween 1Q tests and school grades, 1Qs do not predict vocational success or
personal happiness (Trotter, 1986).

It isimportant to remember that school performance reflects many factors:
ability, motivation, preparation, persistance, encouragement, and, importantly,
the quality of instruction. Although fairly stable over time, 1Q scores can change
significantly, reflecting the anxiety or motivation of the test taker, major life
changes, malnutrition, stressful live events, and the specific tests being used
(Aiken, 1987).

Intelligence testing remains one of the most controversial topicsin devel-
opmental psychology, perhaps reflecting the impact that intelligence tests have
on educational and vocational opportunities. As noted earlier, Howard Gard-
ner (1993) contends that standardized tests do not capture the richness and
diversity of real-life intellectual abilities. Many educators regard standardized
tests as a backward, even discriminatory tool for measuring intellectual ability.

119

As noted earlier, some educators prefer portfolios, collections of students work
that are graded individually, rather than relative to national standards or norms
(Mosle, 1996). According to Gardner, multiple intelligences should be assessed
directly, using real-world criteriain natural settings, that is, settings where
learning and creativity actually occur. Other critics contend that |Q tests are
culturally biased and often misused or misinterpreted (Anastasi, 1988). Y oung-
sters who grow up in poverty or under other less than optimal conditions have
fewer opportunities to learn what they need to know in order to perform suc-
cessfully on an intelligence test. As aresult, they may be assigned alabel or
track that implies alack of ability.

Performance on intelligence tests reflects the verbal skills of the test takers
more than their cultural or economic background (Box 4-2). Differences among
ethnic and racial groupsin 1Q test scores tend to be slight on items that require
minimal language proficiency (Bock & Moore, 1986). Although the relative con-
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tribution of biology and experience to 1Q performance is still debated, most
psychologists accept an interactional model. That is, performance on intelli-
gence tests reflects a complex interaction between heredity, intellectual stimu-
lation, and educational opportunity.

Although 1Q tests allow comparison of one adolescent's general intellectual
development to another's, they reveal little about how adolescents think or how
their thinking differs from that of younger children or adults. (Some researchers
do compare and analyze the items that children, adolescents, and adults score
correctly in order to compare their thinking abilities.) If we took a group of
adolescents, all with the same |Q, and compared them, we would still find
considerable diversity in their mental abilities (Keating, in press). Theinfor-
mation processing model addresses this topic.

Information Processing Approach

Like computers, human beings receive loads of information (input), process it
quickly, and then act (output). In and out of school, young people are bom-
barded with information concerning academic subjects, friends, chores, news
events, sports, popular culture, and so on. At this very moment, you are "pro-
cessing” the flow of verbal information on this page (I hope). The information
processing approach to cognition (Figure 4-2), based on our understanding of
how computers process complex data, analyzes intelligence in terms of how

we receive, interpret, organize, store, and apply information (Flaveil, 1985). Its
main goal isto describe the cognitive activities (mental strategies) we engage

in when we are reasoning and problem solving (Harrison & Turner, 1995). Note
that the psychometric approach discussed in the previous section analyzes only
"output"-solving problems-and not the input, processing, or storage of
information.

Fourteen-year-old Maxine, on the phone with her best friend Frances, pays
attention to her friend's vocal sounds and thus receives the following informa-
tion: "There is going to be a Spanish test tomorrow." She perceives (interprets)
her friend's words and thinks about them. "Oh, my God," she responds, "I'm

not at al prepared." After the phone call, she remembers the information, reflects
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Box 4-2
Performance
on
Intelligence
Tests by
Ethnic Group
Membership

Although intelligence tests are designed so that there will be minimal gender
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differences in scores, the same is not necessarily true for the scores of
different ethnic groups. Keep in mind that intelligence tests are scored so that
the average 1Q for any age group is 100. Although as agroup Asian-
Americans have performed exceptionally well academically and
professionally, their scores on achievement tests are about average. Although
Japanese and Chinese children perform much better in math than U.S.
children, no significant 1Q differences have been found for children in Japan,
Talwan, and the United States (Neisser et al., 1996; Stevenson et al., 1985).
The mean intelligence score for African-Americansis about 15 points

below that of whites, although differences in achievement test scores have
been decreasing as educational opportunities have become more equitable.
Average Intelligence scores for Hispanic-Americans (L atinos) fall between
those of AlWean-Americans and whites. Linguistic factors may be partly
responsible lor Aeir less than average test performance. On the average,
Native American relatively low scores on tests of verbal

intelligettce Again, for many of these children, English is a second language.
Ethnic group differencesin IQ scores have been attributed to genetics,

child rearing, educational opportunity, nutrition, test bias, or some
combination. According to Neisser and his colleagues (Neisser et a., 1996),
none of these factors has been proven to be responsible. In effect, ethnic
group differencesin 1Q scores remain amystery. Although intelligence tests
are based in the sense that advantaged children usually obtain higher scores
than disadvantaged children, the tests are fairly good predictors of school
performance; Thisiswhat they were designed to do.

Researchers who compares the behavior and abilities of minority children

to those of mainstream children try to avoid a deficit nioidlel assumption that
"mainstream skills and upbringing are normal and that variations observed
with minorities aire aberrations that pfoduce deficits" (Rogoff & Chavajay,
1995, p. 870). They do this by viewing cognitive development of minority
children as a socidcultural Gicess that caniiot be separate4 from the cultural
and historical aspects of cjtilclfen's lives. Each child's cognitive devel opment
isviewed in;.tjhb context olitlp activities and practkes of hisor lier
community or Subculture (ifarrison, Wilson, Pine, Chan, :&t Buriel, 1990).
"Surviving in the ghetto may require verbal negotiation and a show of
bravado, but these same skills may be seen by a middle class white teacher as
disruptive and counterproductive to learning in the classroom. By
understanding how skills are influenced by culture, however, teachers will be
in a better position to capitalize on the performances students do exhibit"
(Driscoll, 1994, p. 222).

Source: Based on areview of the literature by Neisser et al. (1996).
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FIGURE 4-2 Overview of information processing system
Based on Atkinson & Shiffrin, 1971.

on it, and conscientiously applies it by opening her Spanish book and studying.
Each new Spanish phrase is rehearsed until Maxine can retrieve (recall or rec-
ognize) each item on her study list. Throughout her study period, Maxineis
monitoring and regulating her understanding of the material.

As Maxine matures, her ability to receive, process, organize, and storein-
formation improves. Her intellectual processing of information becomes faster,
more efficient, and more automatic (Case, 1985; Harrison & Turner, 1995). Com-
pared to younger children, adolescents like Maxine spend more time planning
how to approach .a problem and generate strategies. They are better at orga-
nizing diverse types of information into categories (Hale, 1990; Sternberg, 1984).
For example, they can hear anew song and immediately classify it as pop, folk,
rap, heavy metal, or alternative.

When answering reading comprehension questions on the Student A ssess-

ment Tests, they can identify and ignore useless information, recognize the
relevant information in a paragraph, retrieve it when needed, and thus extract
the main idea of the essay. Compared to younger children, adolescents are
better at organizing information, integrating it with what they already know,
understanding what they need to know to solve a problem or to make a deci-
sion, shifting problem-solving strategies when necessary, and applying previ-
ously learned material to awide range of new situations. This advanced rea-
soning style allows adolescents to monitor and reflect on their own thoughts,

in effect, to think about thinking (this is known as metacognition) (Ryan, 1990;
Siegler, 1991; Sternberg, 1988, 1990).

By understanding the sequence of events by which adolescents acquire
information, memorize it, and retrieve it to solve problems, educators can pro-
vide instructional experiences that give learners practice at each step. "Teachers
can also help children analyze their own acts of perceiving, storing, and re-
calling so that they gain greater conscious control over each stage of the process.
For instance, children can be taught such memory-enhancing strategies as re-
hearsal, grouping items, key-word associations, acronyms and rhymes as mne-
monic devices, and multiple associations. In other words, teachers can help
[children] learn how to learn™ (Thomas, 1996, p. 337).

Despite their practical value, information processing models ignore emo-

tional and social factorsinintellectual development. Information processing
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models al'so have been criticized for implying that people of all ages process
information in the same way. Recently, attempts have been made to understand

how information is processed during different life periods (Thomas, 1996).

Stage Developmental Approach
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The third model of intellectual development, associated mainly with Jean Piaget
(1926,1950,1952), is called the stage developmental approach. Unlike propo-
nents of the perspectives described previously, Piaget had little interest in in-
dividual differencesin mental abilities. He was more interested in how intel-
ligence develops from infancy to adulthood, that is, changes in how children
and adolescents make sense of their experiences. Therefore, he focused on qual-
itative changes and universal patternsin intellectual development.

Piaget's model views children and adolescents as passing through predict-

able and identifiable stages in how they think and reason about the world. Each
stage consists of increasingly sophisticated ways of knowing the world. As
noted in Chapter 2, stage models assume that individuals remain in a given
stage for a period of time and then move fairly rapidly to the next stage. In
other words, stage models predict periods of cognitive stability punctuated by
spurts of cognitive growth (Andrich & Styles, 1994).

Although the credibility of stage models of intellectual development does

not rest solely on biological data, their plausibility would be boosted if we could
identify abiological basis for such changes-for example, spurts of growth or
other changes in the brain that precede or accompany advances in reasoning
ability (Waber, 1977; Case, 1992). What is happening in the brain when the rest
of the adolescent body is undergoing a growth spurt? I's there comparable
growth in the nervous system that could explain broad advances in core logical
competence during the teenage years (Keating, 1990)7?

Thatcher et al. (1987) reported two weak bilateral growth spurtsin the

cerebral cortex, one at about age 12 years and one between the ages of 16 and
young adulthood. Do these cortical growth spurts lie behind the impressive
cognitive advances we see in many adolescents? Or do the challenging curricula
of middle and high school promote brain growth? Although we cannot yet
answer these questions, the relatively rapid gains in reasoning ability during

the adolescent years support Piaget's contention that intellectual growth occurs
in stages. Critical Thinking Question: Would alack of growth in the brain
during periods of intellectual advancement disprove Piaget's stage model ?
HOW DID PIAGET VIEW COGNITIVE DEVELOPMENT?

Jean Piaget (1896-1980) was a Swiss epistemol ogist best known for his studies
of cognitive development in children and adolescents. Epistemology is the
branch of philosophy that studies the nature and origin of knowledge-what

Is knowledge (how do we know that something is true?), and where does
knowledge come from (isit innate, acquired, or created?
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Perhaps the most impressive cognitive change in lifeis children's transfor-

mation from naive believersin magical beings like Santa Claus and the tooth
fairy into rational, strategic thinkers who cope with and solve real-life prob-

file:/I/E|/0-471-57190-3. TXT (135 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

lems. Piaget was interested in how this happens-specifically, the emergence

of logical strategies during childhood and adolescence. Using avariety of ma-
terials, he posed logical problems to children of different ages (including his
own children) and interviewed them to assess their reasoning abilities. Based
on their responses, Piaget identified four qualitatively different "ways of know-
ing" that emerge gradually over the course of infancy, childhood, and adoles-
cence. Each new stage consists of a more advanced way of knowing the world
than existed during previous stages. Piaget considered the four stages and the
transitions between them to be universal (observed in all children), athough
he recognized that children progress through these stages at a significantly
different pace (Inhelder & Piaget, 1958). Eventually, cross-cultural studiesin-
dicating that formal operational thinking is not universal led Piaget to accept
that the fourth stage is culturally variable (Rogoff & Chavajay, 1995).

Piaget emphasized the role of process knowledge in adolescent thinking

and reasoning. Process knowledge refers to knowledge about the logical strat-
egies that underlie reasoning and that account for the qualitative changesin
adolescents ability to know their world (Linn, 1983). According to Piaget, each
stage of cognitive development is characterized by an underlying (hypothetical)
logical structure called a schemathat is shaped and modified by a child'sin-
teraction with the physical and social world. When what we know about the
world (cognitive content) is not sufficient to solve a problem, we must modify
our existing schema or acquire new ones.

Piaget defined intelligence mainly in terms of biological adaptation, or the
need to resolve discrepancies and inconsi stencies between what we perceive
and what we believe to be true. Adaptation is accomplished by two comple-
mentary processes-assimilating new information into existing cognitive
structures (i.e., using what we already know to learn new material) and accom-
modating existing structures to the new information (i.e., changing what we
know) (Neisser et al., 1996). A young child assimilates a zebra as a"striped
horse," using existing knowledge (stripes, horse) to understand the zebra. Her
parent's correct labeling of the animal ("Honey, that's a zebra") allows her to
change what she knows, thus accommodating her perception of the zebra. Pia-
get used the term equilibration to refer to our attempts to maintain a state of
bal ance between our cognitive structures and daily experiences.

As noted earlier, Piaget hypothesized that infants know the world primar-

ily by sensing it and by acting on it. Hence he labeled the first stage of cognitive
development sensorimotor. Lacking conceptual knowledge, infants cannot
think or reason about arattle. However, they can "know" arattle by grasping
it, looking at it, shaking and hearing it, sucking on it, throwing it, and so on.
These ways of knowing the rattle are called action schémas, mental structures
that know the world by acting on it. Some are innate, but most are learned.
Between the ages of 2 and 6 years, children depend mainly on mental im-
agery and language to understand the world and to mentally represent (think
about) objects and events. However, they are not yet capable of systematic
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logical thinking. A 4-year-old who is demanding to go to the toy storeis not
easily dissuaded, even when told that the store is closed. Piaget used the term
operation to refer to logical thinking. Toddlers are prelogical in their cognitive
development, so they are said to be in the preoperational stage of cognitive
devel opment.

Between the ages of 6 and 12 years, children become increasingly commit-

ted to logical thinking. They are more flexible in their reasoning than preschool
children. Elementary school children exhibit skill at counting and naming ob-
jects. They can classify objects or people into hierarchies (e.g., human, animal,
alive), recognize dissimilar objects as members of the same class (e.g., meat and
bread are both food), and place objects in serial order according to some di-
mension (standing in size places). However, they still find it easier to reason
about observable objects and events than to analyze hypothetical concepts.
They have difficulty analyzing abstract concepts and ideas such as democracy,
truth, and mortality.

Although they repeat the Pledge of Allegiance each day in schoal, itis
unlikely that most school children are capable of grasping abstract concepts
such as allegiance, republic, liberty, and justice. The third stage of cognitive
development is called concrete operations because children in this stage are
capable of thinking logically, but only about concrete objects and relatively
simpleideas. Their understanding of the world remains heavily dependent on
immediate, hands on experience (Inhelder & Piaget, 1958) (Table 4-2).

What |s Formal Operationa Thinking?

For most adol escents, between the ages of 11 and 14 there is a metamorphosis,
not only in body shape and size, but also in thinking and reasoning ability.
Piaget (1950) observed that adolescent thinking is more adult-like than child-
like. Again, préadolescents are reasonable, but they tend to think about events
in relatively ssimple, black-and-white terms. A person is either good or bad; an
action is either right or wrong. Their thinking is still dominated by perception,
intuitive understanding, and naive theories about the world (e.g., "All women

Table 4-2 Piaget's Four Stages of Cognitive Development

Sensorimotor (birth to 2 years)-Infants know the world by sensing it and acting on it
(hence sensorimotor).

Preoperational (2-6 years)-Toddlers and preschool children know the world
intuitively, basing their judgments on perceptions and magical thinking. They are able
to use symbols (e.g., words) to represent the world but their thinking is not yet

logical.

Concrete operational-School -age children can think logically about the "here-and-
now" world and organize objects into hierarchies of classes and subclasses.
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Formal operational-Adolescents are capable of thinking logically about abstract and
hypothetical events. They can reason about the world using symbols (words and
numbers) that are not necessarily linked to real objects and events.
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are mothers'). They conveniently distort or ignore information that contradicts
their beliefs (Keating, 1990).

Adolescent thinking is more flexible; adolescents can view events and con-
ceptsin relative terms. For example, good people can have bad qualities. A
short man can be taller than hiswife. Children's thinking frequently isrigid,
especially when they are asked to consider information that is contrary to what
they believe. They are more likely than adolescents to misinterpret what they
See or to jump to conclusions (Siegler, 1991). Keep in mind, though, that the
precursors of formal operational thinking are found in the three previous stages
(Overton, Steidl, Rosenstein, & Horowitz, 1992).

Piaget called the fourth (and presumably final) stage of cognitive devel-

opment formal operations, because the complex form or style of adolescent
thinking defines this stage more than its content. Piaget (1972) held that formal
operational thinking affects every area of adolescent life. Adolescents can better
gauge the accuracy of their ideas, decide whether their thinking is internally
consistent, and notice whether there are gapsin their understanding. However,
even college students and adults have difficulty integrating every bit of relevant
information into a coherent framework (Keating, 1990).

Higher-level thinking frees adolescents somewhat from their immediate
experience, so that they are better able to think about their future and eventually
create areadlistic and meaningful life plan. Adolescents come to realize that there
are countless pathways that their lives could follow. Thisinsight apparently
requires the ability to hold several complex mental representations of their
future smultaneously (Keating, 1990). They can evaluate each pathway (finish
school, go to college, enter the military, get married) and then set personal goals
based on their evaluations (Table 4-3).

According to Piaget, most teenagers are capable of thinking and reasoning
about abstract and hypothetical ideas, including those found in mathematics,
religion, literature, politics, and everyday moral dilemmas. For example, ado-
lescents are more capable than younger children of grasping that the Pledge of
Allegiance is apromiseto be loyal to one's country (symbolically represented

Table 4-3 Characteristics of Formal Operational Reasoning
Formal operational thinking allows adol escents to:

think more flexibly

view events and conceptsin relative terms

reflect on their own thinking (metacognition)

notice flaws and inconsistencies in thinking

reason about abstract and hypothetical ideas
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distinguish what is possible from what isimpossible
distinguish what is real from what is hypothetical
think through several different solutionsto a problem
appreciate metaphor, analogy, satire, and parody
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by the flag). They can appreciate that in a democracy, freedom of speechisa
person's right, not a privilege granted by a government. Sophisticated reason-
ing abilities allow young people to think critically about themselves, about their
families and friends, and about issuesin their own lives and in world events
(Siegler, 1991). Formal operational thinking allows adolescents to ponder the
mysteries of life and the paradoxes of human behavior.

Thought Question: What is the trade-off in being able to reason critically

about one's own behavior and motives?

In 1991, the United States and other countries formed an international co-
alition to extricate Iragi soldiers from Kuwait, the country Iraq had just invaded.
There was considerable concern about how children of different ages would
react to reports about the war, including news stories about bombings and
civilian casualties (Covell, Rose-Krasnor, & Fletcher, 1994). Most préadol escent
children | spoke to viewed the war in concrete terms: the United States and its
aliesare good, Iraq isbad, and the Iraqi leader Saddam Hussein deservesto

be punished or killed. Adolescents | spoke to analyzed the war and the conduct
of the parties involved in more complex ways.

Regardless of their specific opinions about the justification for the war,
adolescents reflected on the implications of using war as a means of resolving
international disputes. Asthey analyzed the reasons given for military action,
they wondered whether the reasons were valid. They could consider competing
points of view and keep them in mind while formulating their own views. They
expressed cynicism about the medias role in glorifying military combat. They
were better able than younger children to take into account the devastating
effects of the war on the people involved, including soldiers, civilians, and
children. More than younger children, adolescents expressed ambivalence
(support and reservations) about their country's participation in sanctioned
violence. Denholm (1995) reports similar views held by gifted Canadian
adolescents.

Piaget (1926, 1950) also observed that adol escents are more capable than
younger children of distinguishing what is possible (e.g., world peace) from
what isimpossible (e.g., flying dogs) and what isreal (e.g., death) from what

is hypothetical (e.g., life after death). In relation to the war with Iraq, adoles-
cents were more likely than younger children to reason about alternative ways
of resolving international conflicts. One 17-year-old offered: “Why not negoti-
atefirst, and if that fails, we can try sanctions' (Table 4-4).

Like scientists, adolescents can use systematic observation (verification
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and disconfirmation) to determine how events are related to each other.
Hypothetical-deductive thinking consists of testing several different possible
solutions (hypotheses) to a problem. For example, if an 8-year-old puts avid-
éocassette into a VCR, pushes the "Play" button, and sees only "static" on the
TV screen, she might jump to the conclusion that the vidéocassette or the TV
is broken. An adolescent would be more likely to apply systematic thinking
(inductive and deductive logic) in considering multiple possible causes-is it
the vidéocassette, the VCR, the TV, a connection, the cable, or something else
that is at fault?-and then test each hypothesis, one at atime (Foltz, Overton,

& Ricco, 1995).
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Table 4-4 What Constitutes Good Reasoning?

Using evidence skillfully and impartially

Organizing thoughts and articul ating them concisely and coherently
Suspending judgment in the absence of sufficient evidence

Understanding the difference between reasoning and rationalization
Anticipating the probable consequences of alternative actions before choosing
among them

Understanding the idea of degrees of belief

Knowing how to seek information

Seeing similarities and analogies that are not superficially apparent

L earning independently

Applying problem-solving techniques appropriately in domains other than those than
in which they were learned

Listening carefully to other people'sideas

Understanding that most problems have more than one solution

Representing differing viewpoints without distortion or exaggeration

L ooking for unusual approaches to complex problems

Recognizing the fallibility of one's opinions

(Adapted from Nickerson, 1987, pp. 29-30)

Adolescents are more likely than younger children to apply systematic thinking
when solving a problem with many possible solutions.
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Adolescents impressive but untrained reasoning abilities sometimes lead

to false or inappropriate conclusions (Baron & Sternberg, 1987; Klaczynski,
1997). Misinterpreting other people's behaviors and motives and observing
their own contradictory thoughts and behaviors can contribute to adol escent
confusion and anxiety. Some parents express frustration about what they con-
sider to be faulty judgment by their teenage children. "How could he make an
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obscene gesture just when the photographer was snapping the high school class
picture?' asked one perplexed father. It takes time and experience to learn how
to anticipate and think through the consequences of one's actions and decisions.
In alater section, we will consider why adolescents, more than any other age
group, act in waysthat could jeopardize their own health and safety. The ten-
dency to exaggerate or oversimplify matters, asin idealistic or cynical thinking,
further distorts adolescent thinking and reasoning (Table 4-5).

Their newfound ability to think critically about society, itsvalues and its
contradictions, encourages adol escents to challenge or at least question what
they are taught and to think for themselves. Teenagers are more likely than
younger children to notice flaws and inconsistencies in their parents reasoning
and to build alogical case for their own point of view. They also are prone to
argue for its own sake, enjoying opportunities to exercise their newfound cog-
nitive tools. Intellectually, young people like Elyse (the backpack girl) are ready
to take on their teachers, parents, friends, and "the system" (Elkind, 19944;
Piaget, 1972).

Another important facet of formal operational thinking is an improved abil-

ity to think symbolically. A symbol is something that stands for or represents
something else. The word cat stands for actual cats. In the Pledge of Allegiance,
the flag represents the United States. We mainly use words (spoken, written,
signed, and thought) to refer to objects and events. Greater flexibility in lan-

Table 4-5 Potential Flaws in Adolescent Reasoning

Self-centeredness and self-consciousness-Two manifestations of adolescent
egocentrism, reflecting adolescents' preoccupation with their own needs and thoughts
Misinterpreting other people's behaviors and motives-Perhaps reflecting afailurein
perspective taking and in exploring aternative explanations

Faulty judgment-A failure to anticipate the possible consequences of one's actions
Exaggerating or oversimplifying matters-Thinking in extremes, perhaps reflecting
idealistic or cynical thinking

Argumentative behavior-Practicing new cognitive abilities, including building a case
for on€e's position

Indecisiveness-Refl ects improved awareness of possibilities but difficulty in choosing
among them

Finding fault with authority figures-Noticing discrepancies from past idealization of
adults

Hypocrisy-Not yet applying newly realized ideals to one's own behavior

Drawing self-serving conclusions while maintaining the illusion of rationality
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guage helps adolescents appreciate figures of speech and literary devices such

as metaphor (describing one thing as another, asin "l was shattered"), irony
(when aresult is the opposite of what was expected), analogy (implied simi-
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larity), satire (The Simpsons, Beavis and Butthead) and parody (Saturday Night
Live). Compared to school children, most adolescents would have little trouble
analyzing a poetic sentiment such as "L et me compare thee to a summer's
night."

Changes in how we think lead to changes in what we think about. Hacker
(1994), an existential psychologist, suggests that a greater capacity for abstract
thought allows adol escents to gain a deeper and more profound awareness of
who they are (their self-concept) and of their existence in the world. They can
grapple with issues like isolation, death, the meaning of life, and individual
responsibility. "An adolescent can awaken one morning with the insight that,
for thefirst timein hisor her life, an incredible feeling of isolation and loneliness
stemming from a sense of not belonging has invaded his or her thoughts. An
adolescent aso can gain, in amoment, the insight that who he or sheis no
longer depends on what others believe but rather on who he or she wants to
become” (p. 304). We will consider the effects of advanced reasoning abilities
on adolescent self-concept in Chapter 6.

Evaluation of Piaget's Model

Many of Piaget's hypotheses about cognitive development have been con-

firmed, at least for white middle-class children, but evidence suggests that his
theory underestimates younger children's ability to grasp concepts and ideas
(Siegler, 1991). Some of Piaget's basic assumptions about intellectual develop-
ment have been challenged, including his fundamental premise that all children
proceed through comparable stages of cognitive development (Beilin & Pufall,
1992; Harris, 1983; Rogoff & Chavaay, 1995). Many of the changes in thinking
that Piaget described can be interpreted as being part of a gradual progression
rather than occurring in stages. He also had little to say about individual dif-
ferences in cognitive development (Sternberg & Powell, 1983). Intellectual de-
velopment appears to be somewhat more complicated and |ess predictable than
Piaget anticipated (Bjorklund, 1997; Guerra, 1993; Siegler, 1991), although some
criticisms of his model are based on misinterpretations of hisideas (Lourenco

& Machado, 1996).

Critics also challenge Piaget's assumptions about the role that formal op-

erational thinking plays in adolescent behavior and personality. First, it does

not appear that formal operational thinking emerges during early adolescence
(Lapsley, 1990). Not al college students display formal reasoning (Blasi & Heof-
fel, 1974; Gray, 1979; Keating & Clark, 1980). In fact, many adults never display
advanced reasoning skills. But that's no great handicap. Most of us can balance

a checkbook and plan a graduation party with practical, informal thinking and
reasoning. The educationally advantaged youth of Geneva whom Piaget stud-

ied apparently were not representative of other children, especially those who
receive limited intellectual stimulation and encouragement (Rogoff & Chavgay,
1995).

file:/I/E|/0-471-57190-3. TXT (142 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

130

Box 4-3

An
Evolutionary
Perspective
on Cognitive
Development

According to David Bjorklund (1997), none of the three models described in
this chapter provides a plausible overview of cognitive development or even
one that is consistent with the current research literature. He calls for anew
model of cognitive development based on developmental biology and
evolutionary theory. Specifically, Bjorklund maintains that a theory of
cognitive development must be consistent with what we know about the
relationship between the brain and behavior and especially must take into
account the adaptive nature of intelligence. "For stage theorists, knowledge
of how the brain develops can be correlated with qualitative changesin
cognitive abilities, giving the hypothesized discontinuities some basisin
physical reality” (p. 145).

Bjorklund's premise is that natural selection operates on the cognitive

level. The brain evolved information-processing capacities to solve current
real-world problems. Thus, children's cognitive abilities (e.g., object
permanence, conservation, social perspective taking) evolved not in
anticipation of literacy skills needed for some future technological society but
to alow ancestral children and adolescents to deal with the problems that
they faced in specific environments at particular timesin their development.
Thus, Bjorklund views modern children's difficulty in learning reading and
math as the norm, not as an exception. He poses the key question, how are
modern children's and adolescents' cognitive abilities adaptive for their
airrent cultural contexts/ not for an adult world that they will someday
inhabit.

Second, formal operational thinking may not be a prerequisite for the social

and emotional changes we associate with young adolescents, as Piaget implied.
Concrete operational thought, not formal operational thought, may lie behind
such adolescent concerns as ideological orientation, life plans, and political
commitments (Lapsley, 1990).

Several investigators challenge Piaget's claim that we should wait until

young people show adultlike reasoning abilities before teaching them logical
and critical reasoning skills. Piaget assumed that providing such training before
children are biologically ready for it would be counterproductive. However, it
may be precisely this type of instruction that promotes the development of
reasoning skillsin the first place (Baron & Sternberg, 1987; Keating, 1990; Sel-
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man & Demorest, 1984) (Table 4-6).

Piaget's model generally ignores the content of learning and the social and
instructional context in which learning usually occurs. This helps explain why
attempts to teach formal reasoning (process knowledge) independently of con-
tent and socia setting have failed (Baxter Magolda, 1992; Perry, 1970). The
Russian teacher and psychologist Lev Semenovich Vygotsky (1896-1934) main-
tained that all intellectual abilities are social in origin. Since conceptual thinking
Is transmitted to children through words, language becomes a critical tool for
teaching children how to think. According to Vygotsky, thinking and speaking
are two separate functions. However, alanguage environment that contains
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Table 4-6 Criticisms of Fiaget's Model

His theory may underestimate young children's ability to grasp concepts and ideas.
He did not explore the possibility of individual differencesin cognitive development.
Intellectual development seems to be more complicated and less predictable than
Piaget anticipated.

Formal operational thinking may not emerge during early adolescence; many adults
never display advanced reasoning.

The advantaged Swiss youth that Piaget studied may not be representative of children
in other cultures, especially those who receive limited intellectual stimulation and
encouragement.

Formal operational thinking may not be a prerequisite for the social and emotional
changes we associate with young adol escents.

Piaget's claim that we should wait until young people show adultlike reasoning
abilities before teaching them logical and critical reasoning skillsis questionable; it
may be this type of instruction that promotes the devel opment of reasoning skills.
Piaget's model generally ignores the content of learning and the social and
instructional context in which learning usually occurs.

complex and varied concepts teaches children to think in complex and varied
ways (Faubert, Locke, Sprinthall, & Rowland, 1996; Thomas, 1996).

Vygotsky (1930/1978) viewed children and adol escents as active partici-

pants in the learning process. The cognitive socialization approach he pio-
neered attributes a key role to social and instructional interactions in shaping
cognitive structures (Harrison et al., 1990; Keating, 1990). For example, some
teachers present students with points of view that match the teachers own
thinking and reward students for thinking the way they do. Other teachers
involve students in the learning process and help them relate what they are
learning to their own experiences. Faubert and her colleagues (1996) conducted
a 5-month intervention called deliberate psychological education (DPE), which they
used to promote conceptual thinking in African-American rural high school
students. Using contributions of African-American scientists as their curricu-
lum, 10th-grade students learned science by doing science and by serving as
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mentors to 9th-grade mentees. Students' goals included choosing aresearch
topic, searching the research literature, reporting their findings orally and in
writing, and participating in a science research celebration. Playing the role of
scientist (designing and performing research projects) and serving as mentors
to younger peers resulted in significant gains in the students' abstract thinking.
Thought Question: Does the lecture method of instruction that most teachers
use accommodate the way most children and adolescents actually think and
learn?

How can we encourage independent thinking in young people? "Placing
students in a situation where they have to solve problems, discussing problems
with them, probing their thinking by presenting them with questions and con-
flicting situations, and encouraging them to analyze their own thinking either
individually or in groups may foster formal operations reasoning” (Mwam-
wenda, 1993, p. 102).
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ADOLESCENT DECISION MAKING

As teenagers spend more time away from home and assume new responsibil-
ities, the quality of their judgment and decision making takes on added im-
portance. Decisions regarding academic, career, and interpersonal commit-
ments can and will have lifelong consequences (Galotti & Kozberg, 1996;
Gordon, 1996). Parents no longer are looking over their shoulders and guiding
their every move. To the extent that adol escents devel op good decision-making
skills, they are better able to act in ways that promote their own goals and
aspirations (Holmbeck & O'Donnell, 1991).

We have aready seen that emerging cognitive abilities such as thinking

about possibilities, distinguishing what is real from what is possible, testing
hypotheses, and reflecting on their own thoughts contribute to adolescents
thought and reasoning. Other cognitive factors involved in decision making
include concrete versus abstract thinking, present versus future orientation, and
consideration of only some options versus all options. Further, as they mature,
adolescents are able to retain larger amounts of information, making it possible
to "intercompare" thisinformation and build up bodies of knowledge. Knowl-
edge and retrieval of knowledge usually improve with age and grade (Gordon,
1996).

Socia and psychological factors that affect adolescent decision making in-
clude egocentrism, identity, intimacy, risk taking, locus of control, gender, fam-
ily, peers, and life events (Gordon, 1996). As Vygotsky pointed out, children's
interpretive styles and decision-making strategies are socialized by family
members and peers (Jacobs, Bennett, & Flanagan, 1993; Klaczynski, Laipple, &
Jurden, 1992). Cultural and societal factorsin decision making include race,
ethnicity, religion, political, health, and educationa systems, and socioeco-

file:/I/E|/0-471-57190-3. TXT (145 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

nomic conditions (Gordon, 1996).
Role of the Family

Asthey move from early to late adolescence, young people become aware that
they are capable of making good decisions and that they are expected to do so.
Astheir confidence increases, they expect and request more autonomy in de-
cision making but still choose to confer with parents when making important
decisions about college attendance, finances, and employment (Collins, 1990;
Eccleset a., 1993; Galotti & Kozberg, 1996; Silverberg & Gondoli, 1996; Sme-
tana, 1988a).

Joint decision making is common during midadolescence (Collins, 1990;
Fuligni & Eccles, 1993). Through discussion and negotiation with their parents,
young people learn about the different types of information that are needed to
make specific decisions, such as what athletic team to try out for or what major
to pursue. Whereas parents are likely to emphasize health and safety concerns,
teenagers often are guided by the opinions of their peers. Whereas parents cite
their prior experiences with similar problems, teenagers often overemphasize
the specifics of the current situation (Galotti, Kozberg, & Appleman, 1990; Ja-
cobset al., 1993

133

It is through family discussions that attentive parents can hone their chil-
dren's reasoning skills by asking good questions and by pointing out sources
of relevant information. During family discussions, parents have the opportu-
nity to model sensible (or irrational) decision-making strategies. The basics of
competent decision making include defining the problem, generating options,
taking multiple perspectives on a problem, anticipating long-term positive and
negative consequences of a given decision, and evaluating different sources of
information (Keating, 1990; Mann, Harmoni, & Power, 1989).

During discussions, family members should keep in mind that each partic-
ipant has different priorities. For example, regarding the question of what col-
lege to attend, in atwo-parent family Mom might emphasize academic rigor,
Dad might be concerned about the cost of tuition, and the prospective student
might want to investigate the dormitory and cafeteria. Indeed, so many factors
are relevant to making a good decision that the parties may feel confused,
frustrated, or overwhelmed. A common deficit in adolescent decision making,
probably reflecting inexperience with complex life problems, is "underexplor-
ation" of possible solutionsto problems (Galotti et al., 1990). Most teenagers
resist sustained discussion and research, especially when they fedl that their
point of view is not being taken seriously. Thought Question: What can parents
do during family discussions to encourage independent thinking in their ado-
lescent children?

Role of the School
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The classroom is another excellent setting for encouraging independent and
critical thinking skills. Teachers can provide instructional materials that are
meaningful and stimulating to students, embed the training of reasoning skills
in the presentation of course content, give students hands-on experience with

Although adolescents prefer
to think for themselves, most
are willing to consult with
their parents when making
important decisions.
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real problems, value critical thinking, and encourage meaningful discourse
with class members (Keating, 1990). We will return to thistopic in Chapter 11.

SOCIAL COGNITIVE DEVELOPMENT

It is probably not possible to understand people's behavior without knowing
how they think about themselves and the social world. Social cognition refers
to how we think about ourselvesin relation to others and about othersin re-
lation to ourselves. One of the most challenging life tasks is managing personal
encounters with family members and friends, trying to maximize harmony and
minimize conflict and hurt feelings.

Improved reasoning abilities enhance adolescents social understanding
(understanding what others think and feel) (Selman, 1976, 1980). Mainly
through interpersonal experience, not always pleasant, young people learn the
"rules’ that govern relationships, rules that touch on trust, intimacy, reciproc-
ity, caring, loyalty, self-disclosure, and compromise. Learning how to navigate
the choppy waters of close peer relationshipsisalifelong task that begins for
most of usin early adolescence. Thought Question: How might improved un-
derstanding of people's motives lead to increased interpersonal conflict?

If advanced reasoning is the up side of formal thinking, then adolescent
egocentrism (discussed in the next section) is the down side (Overton et a.,
1992). Asaresult of their self-centered thinking, préadolescents may act without
considering the effects of their behaviors on others. With greater maturity, ad-
olescents are able to coordinate a variety of different perspectives at one time
(Tisak & Tisak, 1996). They can temporarily "step outside" of an ongoing social
interaction and view it as though they were a third party rather than a partic-
ipant. They can also step outside of arelationship and evaluate it more objec-
tively (e.g., "Fm not acting like a good friend"). Perspective taking allows
young people to present or defend their own point of view while considering
adifferent opinion and understanding how both views influence each other.
Social role taking helps adol escents empathize-that is, understand what they
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Adolescents are more likely
than younger children to use
situational cuesto infer mo-
tives about other people's
behavior.
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might be feeling if they were in someone else's shoes (Selman, 1980). Thought
Question: How might these changes in adolescent thinking affect their rela-
tionships with their parents?

Over time, young people become alittle lessrigid and a little more tolerant

of opinions with which they do not agree (although they still may challenge
what they see as unfair adult authority). Middle adolescents, as they gain more
appreciation of the complexity of human personality (including their own), are
generaly lesslikely to jump to conclusions about people's feelings and motives.
Thisis quite a change from the time when, as early adolescents, they acted as
though they knew it all, contributing to adults' perception of an "attitude
problem."

Adolescents also are better able than younger children to use situational

cues to infer and reason about other people's motives, a process social psy-
chologists call attribution (Collins, 1990). For example, ateenager might infer
that Mom is disappointed about not being promoted at her job even when she
deniesit. They are better able to take into account motivationa and situational
factors in judging someone's actions. Abstract thinking hel ps adolescents infer
personality traits like credibility or insecurity on the basis of observing an in-
dividual's actions over time. Naturaly, this ability contributes to their own self-
understanding. They can describe or understand aspects of their own person-
ality by citing personal traits such as shy, generous, lazy, or conscientious ("1'm
shy with strangers but confident around my friends").

ADOLESCENT EGOCENTRISM

Each of usisthe star of our own life movie. Particularly during childhood, each
of usis by far the most important and interesting character in life's daily drama.
Y oung children are reputed to be self-centered-stubborn, selfish, impulsive,
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and demanding. They rarely express gratitude for their parents’ unceasing ef-
forts and sacrifices. Freud's concepts of the id and its creed, the pleasure prin-
ciple, represent our self-centeredness, our preoccupation with satisfying our
own needs and desires.

Piaget used the term egocentrism to refer to the difficulty children have
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distinguishing between their own behavior and thoughts and those of others.
Children especialy have difficulty adopting a perspective that is different from
their own. The term egocentrism also refers to the tendency to view life events
in terms of how they affect us. Piaget noted that as we mature, our thinking
becomes less self-centered and more relativistic. That is, through maturation and
socialization, we become better able to view situations from a variety of per-
spectives. Eventually, we become capable of seeing ourselves "through other
people's eyes' and standing "in other peoplée's shoes."

Adolescents are more likely than younger children to view people asin-
dividuals, each of whom has his or her own personality, motives, and points

of view. "In many ways, this new objectivity mirrors the young person's emerg-
ing sense of her own individuality and separateness, a sense of uniqueness that
she now extends to others as well asto herself" (Elkind, 1994a, p. 227). Ego-
centrism is a continuum. Most of us are preoccupied with our own needs and
desires, but adolescents are more willing and able than younger children to
consider and respond to a variety of points of view.

Although adolescents are somewhat |ess self-centered than younger chil-

dren, they are still very concerned about how others see them. Psychol ogist
David Elkind (1967, 1978, 19944) and others define adol escent egocentrism
mainly as heightened self-consciousness. Many studies have identified egocen-
tric thinking patterns in adolescent behavior and relationships (e.g., Adams &

From an adult perspective, ad-
ol escents are preoccupied
with how they appear to
others.
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Jones, 1982; Peterson, 1982). Physical changes during puberty and the varied
reactions they evoke from peers and parents fuel adolescent self-consciousness.
Elkind described two forms of adolescent egocentrism: the imaginary au-
dience and the personal fable. According to Elkind, the imaginary audience
reflects a failure to distinguish between an adolescent's own thoughts and the
thoughts of others. It is manifested in young peopl€e's preoccupation with how
they are viewed and evaluated by peers and adults. At the beginning of the
chapter, we read that Ben was concerned that his friends would see him ac-
companying his parents to the movies and that this would detract from his
image of being grown up. Naturally, this feeling of being subject to the scrutiny
of his peersincreased Ben's discomfort, although some adolescents bask in the
imagined attention. It is a cognitive advance for adol escents to be aware of and
care about how others see them, but the overgeneralization of this perspective
could be seen as aflaw in social cognition (Keating, 1990). A 14-year-old girl
told one of my students, " People think they have me down pat, but they really
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don't know me at all." How would you intepret this comment using the concept
of the imaginary audience?

Elkind's idea of the personal fable refersto the tendency of many teenagers

to overdifferentiate their thoughts and feelings from those of others (the other
side of the coin from the imaginary audience). According to Elkind, adolescents
belief in their own uniqueness leads to afeeling of invulnerability. The personal
fable specifically refersto an overly dramatic story line or fantasy that adoles-
cents create about their lives and the accompanying belief that they have a
specia destiny. Many young people act as though they are living in a soap
opera, with almost hourly episodes of excitement, heartbreak, suspicion, and
betrayal. ("He said that? Oh my God, | don't believe it. What did you say? You
said that? Oh my God.")

According to Elkind, adolescents believe that their motives and life expe-
riences are unique or so unusual that no one could possibly understand or
appreciate what they go through ("Mom, you just don't know what it's like").
Elkind cautions that teenagers sense of having a unique destiny encourages
some of them to take foolish risks sexually, with drugs, or in other ways that
endanger their health and safety (see Spotlight - Adolescent Risk Taking).
Thought Question: How should parents handle adolescents' preoccupation

with themselvesif it is motivated by distorted thinking rather by than selfish-
ness or disrespect?

Two scales commonly used to measure adol escent egocentrism are the
Imaginary Audience Scale (IAS) (Elkind & Bowen, 1979) and the Adolescent Ego-
centrism Scale (AES) (Enright, Lapsley, & Shukla 1979; Enright, Shukla, & Laps-
ley, 1980). IAS measures the extent to which adolescents are willing to reveal
various aspects of themselves to others. The AES consists of three subscal es that
assess the imaginary audience, the personal fable, and self-focused concerns.
Imaginary audience and personal fable scores generally peak at about age 10

or 11 years and then decrease gradually (Enright, Lapsley, & Shukla, 1979).
According to Elkind, adolescents' sense of uniqueness lessens as they learn that
their peers and their parents do understand and even share many of their
concerns.
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Perspectives on the Adolescent Egocentrism Concept

Despite the fact that the imaginary audience and personal fable are widely
cited as valid descriptions of adolescent behavior, there is evidence both sup-
porting and contradicting Elkind's model (Quadrel et al., 1993). Theorists
debate whether adol escent egocentrism is universal, whether it is gender-
related, whether it lessens over the course of adolescence, and whether its
emergence depends on formal operational thinking or other emerging cogni-
tive abilities (Buis & Thompson, 1989; Lapsley, 1990; Vartanian & Powlishta,
1996).

The imaginary audience and personal fable thinking patterns usually ma-
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terialize during early adolescence and decline by late adolescence, but not for
all adolescents (Lapsley, 1990). Peterson and Roscoe (1991), for example, report
that femal e college freshmen displayed more imaginary audience behavior
than did younger teenagers. They hypothesize that the transition stress of en-
tering college produces a temporary increase in self-consciousness. lronically,
there is more evidence of adult feelings of invulnerability than of adolescent
feelings of invulnerability (reviewed by Quadrel et a., 1993). In Quadrel's
study, low-risk teenagers showed less perceived invulnerability than did their
parents!

Adolescents who think egocentrically do not always display formal oper-
ational thinking (Lapsley, 1990). Concrete operational thinking can explain
many of the behaviors we associate with early adolescence, including adoles-
cent egocentrism (Buis & Thompson, 1989; Gray & Hudson, 1984). Although
adolescents are sensitive about how others perceive them, it has not been dem-
onstrated that adolescent egocentrism is universal, inevitable, or even related
to formal operational thinking (Goossens, 1984). Lapsley and Murphey (1985)
offered a social-cognitive model of adolescent egocentrism that attributes the
imaginary audience and the personal fable to changes in adolescents' social
perspective-taking skills and interpersonal understanding. An adolescent's
ability to understand other people, combined with expanding opportunities for
social experiences, seem to be better predictors of the personal fable thanis
formal operational thinking (Jahnke & Blanchard-Fields, 1993; Vartanian, 1997
Vartanian & Powlishta, 1996).

Finally, several investigators maintain that the "cognitive immaturity” of
children and adolescents is adaptive (e.g., Bjorklund & Green, 1992). In other
words, self-centeredness and self-consciousness, often seen as deficienciesin
young peopl€e's thinking, may have benefits related to adolescent learning, ex-
ploration, and autonomy. For example, self-centeredness apparently encour-
ages children to relate new information to themselves and therefore improves
retention. Vartanian and Powlishta (1996) suggest that overestimating the ex-
tent to which oneis being evaluated by others (the imaginary audience) could
be adaptive during adolescence, for example, engendering a "better safe than
sorry" approach to social interaction. Feelings of invincibility (the personal fa-
ble) may encourage risk-taking behavior, which can have negative or positive
consequences (Bjorklund & Green, 1992). Thought Question: In what other
ways might adolescent egocentrism be adaptive?
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OF THE
SPOTLIGHT - Adolescent Risk Taking

Parents worry about children of any age, but adolescents are particularly
susceptible to dangerous, sometimes life-threatening situations (Bell & Bell,
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1993; Dryfoos, 1990; Thompson, Anderson, Freedman, & Swan, 1996). Par-
ents wonder, "What were they thinking?' Vehicles often areinvolved. In
Canada, teenage drivers comprise 21% of all drivers but account for 58% of
traffic accidents (Jonah, 1986). In 1993, two Pennsylvania teenagers were
struck by vehicles and killed when they laid down in the middle of two dif-
ferent highways at night. They were copying the behavior of a college foot-
ball hero in amovie they had just seen. Friends of the two dead boys re-
ported that about 30 other teenagers were "playing the same game" in
another town that night (The New Y ork Times, October 19, 1993). What were
they thinking?

Has engaging in risky behaviors, such as stage diving, crowd surfing,

and slamming into each other while dancing in "mosh pits" at hard rock
shows become one of the developmental tasks of adolescence (Baumrind,
1991, Jessor, 1987; Maggs, Almeida, & Galambos, 1995; Pogrebin, 1996a)?
Feelings of invulnerability ("It can't happen to me") and simplistic thinking
about negative consequences ("'l can always get an abortion") lead some to
make decisions that jeopardize their health and even their lives (Hubbs-Tait
& Garmon, 1995; Lavery, Siegel, Cousins, & Rubovits, 1993).

This presents a paradox. A mgjority of adolescents engage in risk-taking
behaviors that they know can jeopardize their health and safety, yet most-
grow up to be competent, productive adults (Maggs et a., 1995). An article
in The New Y ork Times caught my attention (Butterfield, 1996a). On the way
home from playing in aballgame, 31 members of the Duxbury (Massachu-
setts) High School baseball team, dressed in their uniforms, stopped at a
convenience store and hel ped themselves to $100 worth of candy, baseball
cards, and soda. Without paying, they got back on the team bus. L ater that
week, the team's |eft fielder admitted that "It was areally stupid thing to
do.... It wasn't premeditated. It was more of a prank, with kids stealing
things to see what they could get away with. These kids are not criminals.
They just made a stupid adolescent mistake." After questioning all of the
students involved, the school's principal concluded that the team members
really did not understand why they had taken part in the incident.

Several theories address the prevalence of risk taking during the adoles-
cent years. The sensation-seeking model attributes the appeal of shoplift-
ing, loud music, fast cars, unprotected intercourse, cigarette smoking, and
illegal drug use to the excitement (novel and intense sensations) provided
by these experiences (Arnett & Balle-Jensen, 1993). The problem behavior
theory recognizes important developmental functionsin risk-taking behav-
ior, for example, as away of gaining peer acceptance or promoting self-es-
teem (Jessor, 1987). (Many of the baseball team players, when asked why
they shoplifted, offered the explanation that they were in agroup.)
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Risk-taking behavior during adolescence seemsto be rooted in adesire for excite-
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ment and social status.

The prototype model of risk behavior (Gibbons & Gerrard, 1995) main-
tains that young people have an image (prototype) of adult-like risk-taking-
behavior, for example cigarette smoking, and an image of the type of person
who engages in such behavior. According to the model, adolescents whose
self-concepts match their romanticized image of cigarette smokers are more
likely to engage in the behavior. Those who have negative images of ciga-
rette smokers are less likely to acquire the habit. One implication of this
model is that teenagers might adopt a risk-taking behavior as away of
identifying with or joining a particular peer group or crowd. "The closer the
match between the self (concept) and the prototype, the greater the interest
in joining the group" (Gibbons & Gerrard, 1995, p. 505).

The decision-making model of risk taking cites the costs (e.g., getting
caught, possible injury) and benefits (e.g., fun, peer approval) of engaging
or not engaging in risk-taking or antisocial behavior (Furby & Beyth-Ma-
rom, 1992; Moore & Gullone, 1996). One survey of adolescents revealed that
low-risk teenagers perceived more costs to these behaviors than did high-
risk teenagers. Thisisimportant because, as we saw in a previous section,
adolescents don't aways appreciate the limits of their knowledge. The two
groups did not differ, however, regarding perceived benefits of these activi-
ties (Small, Silverburg, & Kerns, 1993).

These findings suggest that parents and teachers should emphasize to
adolescents the perceived costs of risk-taking behavior. Of course, it is pos-
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sible that high-risk adolescents understand the potential danger but choose
toignoreit, concentrating instead on the perceived benefits of excitement
and socia status (Beyth-Marom, Austin, Fischoff, Palmgren, & Jacobs-Quad-
rel, 1993). In this case, adults might decide to limit adolescents' freedom or
simply to let young people reap the painful consequences of their question-
able choices (Quadrel, Fischhoff, & Davis, 1993).

Quadrel and her colleagues had low-risk and high-risk adolescents and

their parents judge the probability that they (children and adults) would ex-
perience various risks (e.g., auto injury, unplanned pregnancy, mugging).
Low-risk teenagers and their parents viewed the parents as being less vul-
nerable than the teens. In other words, feelings of invulnerability were more
prevalent among adults than among teenagers! Both groups agreed that
teenagers face more risk from auto accidents and unwanted pregnancy. The
study found few differences in the cognitive decision-making processes of
the adults and adolescents. The investigators express concern that some
adults underestimate adol escents' reasoning competence and become over-
protective or unnecessarily restrictive.
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Nevertheless, the desire for peer approval and afear of peer rejection

are potent factors in adolescent decision making. Many teenagers place
the social consequences of not participating in a questionable group
activity ahead of health and safety considerations. When parents like
those of the shoplifting baseball players ask in amazement, "How could
you?" hapless teenagers respond, "Everybody was doing it. How could |
not?"'

A 15-year-old boy told one of my students during an interview, "I'm

not as adventurous as my friends, but sometimes they pressure me into do-
ing things. They pressured me into smoking weed. That was pretty cool.
They pressured me into stupid stuff like sneaking out of my house when |
didn't want to. It was cool-as long as | didn't get caught." When asked
whether he ever pressures other people, he replied, " Sometimes, yeah,
pretty much the same things that people pressured me into doing. | pres-
sure them. Idiot stuff." Note that this young man makes risk taking sound
like fun-it's cool aslong as you don't get caught. At the same time, he can
characterize his own coercive behavior as "idiot stuff.” Thought Question:
Which of the above risk-taking models is supported by this adolescent's
personal account?

Such contradictory reasoning is not unusual during adolescence. Itis
likely that young teenagers are guided more by the potential for fun than
by potential dangers when making decisions about risk behaviors (Maggs et
al., 1995). To be fair, many teenagers claim that they would never be per-
suaded by othersto engage in risky activities. When asked why not, many
cite family values, not wanting to disappoint their parents, and not wanting
to get into trouble (Arnett & Balle-Jensen, 1993).

To avoid stereotyping all adolescents asrisk takers, we also must ac-
knowledge that countless young people actively campaign against drug
abuse, drunk driving, unsafe sex, and so on. By providing guidance and su-
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pervision and by modeling good judgment and rational decision-making
behavior, responsive parents help their children not only survive and pros-
per throughout a particularly hazardous life period, but also becomein-
volved in efforts to create a safer world.

SUMMARY

1. Adolescents show remarkable advancesin
thinking and reasoning abilities. Compared to
younger children, adolescents can think about
themselves and their world more flexibly, more
abstractly, and more hypothetically. They are
better able to generate and evaluate hypotheses,
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to think ahead, and to plan for the future.

2. Thereis considerable overlap between the in-
tellectual abilities of male and female adoles-
cents, presumably reflecting comparable social-
ization of the two genders and increasingly
equitable treatment and opportunity.

3. Most cognitive psychol ogists have adopted
one of three approaches to studying intellectual
development. The psychometric approach
views intelligence as a set of mental abilitiesin
which people differ. The information process-
ing approach analyzes intelligence in terms of
how people receive, interpret, organize, store,
and apply information. The stage developmen-
tal approach views individuals as passing
through identifiable stages in how they think
and reason about the world.

4. Piaget described the cognitive advances dur-
ing adolescence in terms of formal operational
thinking. He claimed that formal reasoning is
partly responsible for the social and emotional
changes we observe during the adolescent
years. Other investigators claim that concrete
operational thinking plays alarger rolein these
changes. In either case, cognitive advances al-
low young people to question and challenge
much of what they had previously accepted as
factual. One of the most important shifts that
occurs is improved perspective taking, the abil-
ity to view an encounter from avariety of points
of view.

5. Despite improvements in reasoning, adoles-
cent thinking remains somewhat flawed. Ado-
lescents tend to be self-conscious about their ap-
pearance and personal qualities and overly
concerned about how other people view them
(the imaginary audience). Many create adra-
matic story line (a personal fable) that suggests
a unique destiny. Some have difficulty accept-
ing that their parents understand what they are
going through.

6. Advances in reasoning help adolescents be-
come better decision makers. Joint decision
making with parents helps young people be-
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come aware of the kinds of information they
need to make good decisions and the various
strategies that are important in effective prob-
lem solving.

7. Risk-taking behavior is more common dur-
ing adolescence than during any other life stage,
although most young people actively avoid
placing themselves in harm's way. Feelings of
invulnerability, the desire for peer approval,
and unrealistic thinking about consequences
cause some to jeopardize their safety and
health.

8. Cognitive change also leads to improve-
mentsin socia cognition-how adolescents
reason about their own behavior and the behav-
ior of those who inhabit their social world. Per-
spective taking, in particular, allows young peo-
pleto consider their opinionsin relation to other
peopl€e's views. Role playing hel ps adol escents
take other people's feelings into accoun
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GLOSSARY

Cognition The mental abilities and processes by
which we know the world

Cognitive abilities Include learning, perception,
logical thinking and reasoning, planning, mem-
ory, language, and problem solving

Critical thinking skills Allow people to analyze,
evaluate, and challenge new information
Operational definition Defining something in
terms of how you measure it (e.g., equating in-
telligence with 1Q scores)

Psychometric approach Emphasi zes statistical mea-
surement of individual differences using con-
structs such as intelligence or temperament
Stanford Binet Intelligence Scale Assesses individ-
uals mental abilities

Wechsler Scales Assess individual mental abilities
Intelligence quotient (1Q) A numerical value given
to intelligence based on intelligence test scores
Norms Average ages at which some aspect of de-
velopment occurs
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Scholastic Assessment Tests (SAT) Standardized
tests used by colleges for selecting students
Preliminary Scholastic Assessment Test (PSAT)
Helps students prepare for the SAT

Deficit model 1dea that mainstream skills and up-
bringing are normal and that variations ob-
served in minorities are aberrations that pro-
duce deficits

Information processing approach Analyzesintelli-
gence in terms of how we receive, interpret, or-
ganize, store, and apply information

M etacognition Thinking about thinking

Stage devel opmental approach Piaget's approach
to studying intelligence, focusing on qualitative
changes and universal patternsin intellectua
development

Epistemology The study of knowledge, its nature
and origin

Process knowledge Knowledge about the logical
strategies that underlie reasoning and that ac-
count for the qualitative changesin our ability

to know the world

Schema Piaget's term for the mental representa-
tions one uses to organize experience

Cognitive content What we know about the world
Adaptation The need to resolve discrepancies and
Inconsi stencies between what we perceive and
what we believe to be true

Assimilation Understanding something by using
what we already know

Accommodation Understanding something by
changing what we know

Sensorimotor stage Piaget's first stage of cognitive
development; infants know the world by sens-

ing it and acting on it

Action schema Mental structures that know the
world by acting on it (e.g., the sucking reflex)
Operation A logical action carried out mentally
Preoperational stage Piaget's second stage of cogni-
tive development; toddlers can represent the

world symbolically (in language) but mainly
understand the world intuitively

Concrete operational stage Piaget's third stage of
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cognitive development; school-age children use
logic to understand the world of people and
objects

Formal operational stage Piaget's fourth stage of
cognitive development; adolescents use logic to
understand ideas and concepts

Systematic observation Studying the world objec-
tively and carefully (i.e., using the scientific
method)

Hypothetical-deductive thinking Testing several
different possible solutions to a problem
Systematic thinking Inductive and deductive logic
Symbolic thinking Thinking in words and
numbers

Cognitive socialization approach Vygotsky's
model, which attributes a key role to social and
instructional interactions in shaping cognitive
structures

Sensation-seeking model of risk-taking behavior
Attributes the appeal of risk-taking behavior to
the excitement (novel and intense sensations)
provided by these experiences

Problem behavior model of risk-taking behavior
Recognizes important developmental functions
in risk-taking behavior, for example, as away

of gaining peer acceptance or promoting self-
esteem

Decision-making model of risk-taking behavior
Cites the costs and benefits of engaging or not
engaging in risk-taking behavior

Social cognition Reasoning about the social world
Socia understanding Understanding peopl€e's
thoughts and feelings

144

Perspective taking Considering one's opinions in
relation to other people's views

Social role taking Understanding what someone
else might be feeling

Prototype model of risk behavior Attributes ado-
lescent risk-taking behavior to romanticized
images (prototypes) of adult behavior
Attribution How people explain the causes of
behavior
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Pleasure principle Freud's idea that behavior is
partly governed by pleasure

Egocentrism Self-centeredness

Adolescent egocentrism Self-consciousnessin
adolescents

Imaginary audience The exaggerated belief that
one's behavior is being watched or discussed
Personal fable An overly dramatic story line or
fantasy that adolescents create about their lives

THOUGHT QUESTIONS

1. How would knowledge about cognitive
change during adolescence help parents under-
stand the following adolescent behaviors?

a. noncompliant behavior

b. spending an inordinate amount of timein
front of the mirror

C. experimenting with cigarettes or alcohol

d. questioning parents religious beliefs

e. anxiety about commiting to a career
f.emulating the lifestyle of popular
musicians

2. If it were your job to determine whether ap-
plicants to your school were intellectually pre-
pared for college, what skills or abilities would
you look for and how would you assess them?

3. Relate David Elkind's concepts of the imag-
inary audience and the personal fable to your
own thinking during adolescence. Do you recall
feeling self-conscious or thinking that other
people were judging you? Do you remember
creating a dramatic story line for your own life
experiences? If so, describe.

4. As aparent, would you rather have your
children be obedient or think independently?
Explain.
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SELF-TEST

1. In which domain of developmental change do thinking and reasoning
fall?

a. physical

b. cognitive

c. psychosocial

d. existential

2. Advances in thinking and reasoning affect adolescent
a. self-concept

b. relationships

C. decision making

d. all of the above

3. Traditional models of intelligence are oriented to
a. logic and academic knowledge

b. interpersonal understanding

c. musical and artistic ability

d. practical knowledge

4. Statistical measurement of individual differencesin mental constructs
defines what approach to the study of intelligence?

a. stage developmental

b. information processing

C. psychometric

d. multiple intelligence

5. The information processing model of intelligence grew out of the study of
a. thebrain

b. the telephone system

C. computers

d. epistemol ogy

6. In Piaget's model of cognitive development, the fourth and final stage of
cognitive development is called

a. final operations

b. formal operations

C. concrete operations

d. metacognition
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7. According to Piaget, at about what age do children begin to think
logically?
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a 4years
b. 6 years
C. 9years
d. 12 years

8. Adolescent thinking differs from that of younger children in that it can be
more

a. abstract

b. hypothetical

c. flexible

d. al of the above

9. "You don't know what it's like" exemplifies
a. the personal fable

b. the imaginary audience

c. hypothetical thinking

d. relativistic thinking

10. Social cognition refersto

a. how we reason about relationships

b. thinking about thinking

c. analyzing one's thoughts

d. adopting someone else's point of view

11. Adolescent egocentrism refers to
a. self-centeredness

b. self-consciousness

C. distorted thinking

d. all of the above

12. Risk-taking behavior is most common during
a. childhood

b. adolescence

c. adulthood

d. final exams

FIVE

MORAL DEVELOPMENT
IN ADOLESCENCE

Preview Questions

1. To what extent do the cognitive advances of adolescence guide the
development of moral and prosocial values?
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2. Do all children and adolescents go through the same sequence of
moral development?

3. Are there gender or ethnic differencesin moral reasoning?

4. Do moral beliefs always lead to moral behavior?

5. How can parents and teachers promote prosocial behavior in
adolescents?

Disclosures

My mother's generation had it much easier in terms of values and what is expected of ateenager. My
mom tells me she did not sleep with any man before she got married, she was 23 years old then. She
didn't even sleep with my father, before marriage, and she loved him. But nice girls didn't. And it was
just like that! With us, you have all these different things-someone like my mom would be weird.
Sometimes | wish | knew what | should do and not do. | can't listen to how my mother was, it does not
help me. But when | listen to my friends I'm aso confused.

(A 17-year-old quoted by Perlmutter & Shapiro, 1987, p. 199)
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The young woman quoted above admits that she is confused: the ol d-
fashioned values that served her mother's generation do not seem to apply to her
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world. Almost al adolescents know the difference between right and wrong, yet
some occasionally "do the wrong thing" (Schab, 1991). In doing so, they risk
hurting members of their community, their parents, and themselves. Adjustment
to society requires playing by the rules, but most cultural rules (e.g., "Keep your
hands to yourself") are open to interpretation. Life doesn't usually provide clear-
cut guidelines to help young people navigate the unanticipated situations and
temptations that they face each day. Thought Question: Does society have higher
standards of prosocial behavior for adolescents than it does for adults?

Daily life provides ample opportunities to make good or bad decisions. Some
decisions, such as choosing a mgjor, deciding whether or not to use a condom, or
whether to drive under the influence of alcohol, can change the course of one's
life. A glance at adaily newspaper reveals stories about angry or alienated
youngsters stealing cars, vandalizing property, gambling, using drugs, even as-
saulting peers, teachers, or parents. Because the news media are inclined toward
sensational stories, we don't see as many headlines about adol escents who tutor
their classmates, help support their families financially, and work with the home-
less. Asyou surely have noticed, most adolescents do act responsibly most of the
time (Offer, 1984). Nevertheless, young people need help to learn how to distin-
guish between right and wrong, resist temptation and peer pressure, treat other
people kindly, and learn to care about and address some of the complex issuesin
today's world. Thisisthe domain of moral development.

Most educated people embrace the idea that people should think for them-
selves. If we extend this value to children and adolescents, we need to cultivate
in young people moral strategies such as questioning what they are told, forming
their own opinions and goals, and clarifying their own values. Many teachers,
attempting to cultivate critical, reflective thinking, teach students how to con-
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sider evidence and how to judge arguments on their merits (Nickerson, 1987).
Thought Question: Do most parents really want their children to be independent
thinkers?

The study of moral development raises many challenging questions for re-
searchers. How is the moral reasoning of adolescents different from that of
younger children? How does moral reasoning change over the course of adoles-
cence? Are these changes in moral reasoning rooted in the cognitive advances we
discussed in the previous chapter or in socialization and educational practices?
Arethere cultural or gender differences in how adolescents view moral dilem-
mas? What can teachers and educators do to facilitate the devel opment of inde-
pendent thinking and moral reasoning? Finally, and perhaps most importantly,
how can we help adolescents make good moral decisions?

Once again, there is no consensus among psychol ogists about how to answer
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any of these questions (Kagan, 1987). However, research provides valuable in-

sight into how adolescents think and reason about what is right and wrong. This
chapter on moral development follows the previous chapter on cognitive devel-
opment because of the assumption that higher-level reasoning guides such moral ac-
tions as honesty, helpfulness, resistance to temptation, and other prosocial behaviors
(Eisenberg, Carlo, Murphy, & Van Court, 1995). In the next few sections we ex-
plore the cognitive and socia influences on adolescent moral judgment and
behavior.

As children develop, they become increasingly likely to display prosocial be-
haviors such as sharing, donating, cooperating, comforting, and offering assis-
tance. What underlies such changes? Cognitive models of moral development
attribute prosocia behavior mainly to improved social and moral reasoning

(e.g., "If I don't help her, who will?") and to adolescents' caring about others
(Eisenberg et al., 1995; Hubbs-Tait & Garmon, 1995; Perry & Mclntire, 1995).
Advances in perspective taking and feelings of empathy help adolescents notice
opportunities to offer aid and comfort (e.g., "Are you okay?') (Eisenberg,

1990).

Jean Piaget and Lawrence Kohlberg observed that level of moral reasoning is

but one of many factors that can influence moral behavior. Most studies find only

amodest relationship between moral judgment and
moral behavior, suggesting the presence of other mod-
erating factors, especially socialization (Eisenberg,
Miller, Shell, McNalley, & Shea, 1991; Kasser, Ryan,
Zax, & Sameroff, 1995). Most theories of moral devel-
opment emphasi ze one or more of the following fac-
tors: higher-level (prosocial) reasoning, perspective
taking, social problem-solving skills, attributions (in-
ferences about the causes of people's behavior), and
feelings of empathy (Eisenberg, 1990; Perry & Mc-
Intire, 1995; Selman, 1980).
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MORAL DEVELOPMENT DURING ADOLESCENCE
Piaget's perspective

Piaget (1932) provided the first comprehensive study of children's moral rea-
soning. He posed hypothetical situations to children of different ages and asked
them questions about their reasoning. He watched children play games (and
sometimes played with them) so that he could study their rule-following and
rule-breaking behaviors. He also interviewed children about the rules of the
games they played so that he could understand their strategies. In other studies,
Piaget read stories to children in which people had to make difficult moral
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decisions. On the basis of his findings, and borrowing some of the ideas of the
educator John Dewey (1916), Piaget (1932) constructed a three-stage model of
moral judgment.

Children younger than 4 years of age, during the premoral stage, show no
sense of feeling obligated to obey rules. Children in the heteronomous stage,
aged 4 to 8 years, obey rules and submit to authority. They take rules and
regulations at face value, viewing them as fixed and absolute. Thisis called
moral realism. Since rules are posed by adults or some higher authority, chil-
dren consider them to be unchallengeable.

Children in the autonomous stage, aged 8 to 12 years, are more flexiblein

their reasoning than younger children. Piaget noticed that préadol escents

moral reasoning shifts from blind obedience to considerations of people's mo-
tives and intentions. Thisis called moral relativism. Children in this stage take
into account the consequences of following or not following rules. They express
more flexible opinions. They aso understand that rules are important to societal
functioning, but that rules can be challenged and changed when the situation
requiresit.

Kohlberg's Cognitive-Developmental Model

Inspired by Piaget's findings, Lawrence Kohlberg (1927-1987) continued the
investigation of children's moral reasoning. In the process of clarifying and
expanding Piaget'sinitial formulations, Kohlberg generated an influential (and
controversial) theory of moral development. Like Piaget, Kohlberg presented
to children hypothetical vignettes that described moral dilemmasinvolving
rules, laws, ethics, authority, and obligations (Kohlberg, 1958, 1975). In most
moral dilemmas, one person's needs or desires conflict with those of another
person.

The best-known dilemma involved a man named Heinz who needed spe-

cial medicine to save hisdying wife. The drug's inventor is selling it for such
an inflated price that Heinz cannot afford to buy it. The inventor refuses to
lower his price or wait for the money. Should Heinz steal the drug? Kohlberg
asked children of different ages questions about how they or the people in-
volved in the moral predicaments should respond. Like Piaget, Kohlberg was
more interested in the children's reasoning than in the correctness of their

respons

153

Kohlberg studied the moral reasoning of boys and girls from severa cul-
tures, mainly using clinical interviews. On the basis of children's responses to
moral dilemmas, Kohlberg identified three levels of moral reasoning that are
roughly age related: preconventional, conventional, and postconventional .
Each of these levelsisfurther divided into two stages. Thus, in Kohlberg's
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theory, there isatotal of six stages of moral development corresponding to six
different ways of reasoning about moral issues. Kohlberg agreed with Piaget
that stages of moral reasoning are universal across cultures and, reflecting cog-
nitive maturation, develop in afixed sequence for everyone.

Although moral reasoning depends mainly on cognitive development, ac-
cording to Kohlberg children learn to distinguish between right and wrong
based on their daily life experiences. Each day they must make decisions about
how to behave in specific situations. Should they share their candy with friends,
be honest with their parents, return afound calculator? However, their ability
to do the right thing islimited by their reasoning ability. A person'slogical
stage sets limits on the moral stage he can attain (Kohlberg, 1975). The law
takes this limitation into account by not holding children under the age of 18
years legally accountable for their actions.

Let's consider Kohlberg's three levels of moral reasoning, remembering that
each level consists of two stages. Level | in Kohlberg's model is called precon-
ventional morality. During stage 1 (punishment and obedience orientation), chil-
dren judge events as good or bad on the basis of how their actions affect them
(rewards or punishments) or in terms of the power of those who state rules.
They assume that they must obey without question the rules and regulations

of higher authorities such as parents, teachers, and God. Y oung children claim
that it iswrong to lie or to steal because you might get caught and be punished.
Justice is viewed in terms of "an eye for an eye, atooth for atooth" (Kohlberg,
1958,1975).

Thislevel of moral reasoning is called preconventional because children do

not yet see themselves as participants in society's rule-making processes. Some-
thing isright if it feelsright (asin Freud's pleasure principle) or if an authority
tells them so. During stage 2 (naive hedonism), children's moral reasoning is
more relative, less absolute. Right and wrong are defined by one's own needs
and, occasionally, by the needs of others. Children recognize that people have
different opinions about what is right and wrong. When making moral deci-
sions, children take into account their own interests and the mutual benefits of
certain actions for the people involved. "If you're niceto me, I'll be nice to you"
(Kohlberg, 1975).

By 14 years of age, most children achieve Level |1 moral reasoning,

which Kohlberg called conventional morality. (This stage corresponds to
Piaget's stage of moral relativism.) There is a shift in moral reasoning

away from preoccupation with one's own need to get along with and gain ap-
proval from others. During stage 3 ("good boy-nice girl" orientation), teenagers
accept existing rules and group standards. They believe that people should
show concern for others, be trustworthy, obey rules, and respect society's laws.
High school freshmen might consider upper classmen who use drugs to be
"nuts.”

154
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Level |11 morality stresses the importance of living up to other peopl€e's
expectations, being helpful-in effect, being nice. Good intentions and motives
are taken into account and used to justify actions that might otherwise be
considered inappropriate or rule-breaking (e.g., "His heart wasin the right
place").

During stage 4 (law-and-order orientation), the highest level attained by most
adolescents and adults, individuals are concerned that society's codes of con-
duct be respected. People are expected to do their duty and maintain the social
order, not challenge it. Most teenagers understand that if everyone violated
laws and regulations, even with good intentions, there would be chaos. Thus,
authority should be respected and all citizens should act responsibly (Kohlberg,
1975). Note that adolescent reasoning in stage 4 is more abstract ("law and
order") and more ideological ("My country right or wrong") than that of
younger children. Kohlberg did not consider the possibility that egocentric and
hedonistic thinking in middle adolescence might lead to atemporary regression
in moral reasoning (Eisenberg et al., 1995).

Kohlberg referred to Level 111 moral reasoning as postconventional mo-

rality. Thislevel of reasoning rejects the principle, adopted during previous
stages, that authority and laws must be obeyed automatically. Ethical standards
of conduct are determined not by subjective feelings, self-interest, social pres-
sure, or even by legal authority. Rather, in this mode of moral reasoning, hu-
man behavior is guided by higher principles of human conduct, such as

those described in the U.S. Constitution or the Ten Commandments. Kohlberg
noted that the druggist in the moral dilemma described previoudly is not
breaking the law by charging an exorbitant price for his drug. However, heis
violating an ethical principle by taking advantage of a sick person (Kohlberg,
1975).

Individuals achieving stage 5 (social contract, legalistic orientation) are capa-
ble of viewing moral decisions more abstractly than they did previously. Con-
cepts such as justice, fundamental rights, and democracy guide moral reason-
ing. Laws generally should be respected but, as Elyse (the backpack girl quoted
in Chapter 4) maintained, unjust laws and unfair rules should be challenged
and renegotiated in a democratic fashion.

Most late adolescents have the ability to think like moral philosophers, that

IS, to consider how atruly just society would function (Eisenberg et al., 1995).
They can discuss thoughtfully difficult issues such as the ethics of capital pun-
ishment and the availability of abortion on demand. Most middie and late
adolescents can reflect on moral questions such as what constitutes an ideal
society, what types of unfairness exist in our society, and how we achieve social
justice for all (Kohlberg, 1975).

Individuals in stage 6 (individual principles of conscience orientation) search
their own conscience for universal ethical principlesto guide their actions. Mo-
handas Ghandi and Martin Luther King intentionally violated laws that they
regarded as unjust, laws that did not provide equal treatment for all people.
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Unfair laws must be challenged, they believed, regardless of the personal con-
sequences. So few individuals achieve moral judgment stage 6 (about 1% or 2%
of those tested worldwide) that Kohlberg eventually dropped it from his man-
ual and considered it to be atheoretical stage (Table 5-1).

Table 5-1 Moral Development

Age Mord Internalization Mora Construction Self-Control
11/2-2 years ~ Concern with Compliance and delay of

deviations from gratification emerge,
standards first

appears

Modeling of awide

variety of prosocial

acts begins.

3-6 years Guilt reactions to Sensitivity to intentionsin making moral Delay of gratification
transgressions first judgments is present. improves,

appear. Differentiated notions about the Adult-provided

By the end of thislegitimacy of authority figures are strategies assist with self-

period, internalization formed. control; children can

of many prosocial Distinction between moral rules and generate only afew

standards and social conventions develops. strategies on their own.

prohibitions has . Self-control is Distributive justice and prosocial moral  Jeu cunuui i&
reasoning are self-serving. transformed into a

flexible capacity for

At the end of this age period P,r moral self-regulation.

distributive justice is based on equality. 6

7-11 years Internalization of Notions about the legitimacy of Generation of self-
societal norms authority become more complex. control strategies
continues. Preconventional responsesto Kohlberg's increasesin variety.

hypothetical moral dilemmas, focusing  Awareness of effective
on rewards, punishment, and the power self-control strategies
of authority figures, are common. and why they work
Distributive justice reasoning includes  expands,

merit and, eventually, benevolence; basis

of fairness is adapted to the situation.

Prosocial moral reasoning reflects

concern with others needs and approval.

12-adulthood Conventional responses to Kohlberg's Moral self-regulation
hypothetical moral dilemmas, continues to improve,

emphasizing human rel ationships and

societal order, increase.

Moral thought and action become

integrated as individuals move toward

Kohlberg's higher stages.

Postconventional responses to
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Kohlberg's hypothetical moral dilemmas,
reflecting abstract principles and values,
appear among a few highly educated
individuals in Western cultures.
Prosocial moral reasoning reflects
empathie feelings, norms, and abstract
values.

Note: These milestones represent overall age trends. Individual differences exist in the precise age
at which each milestone is attained.
Source: Berk, 1997.

156
Summary and Evaluation of Kohlberg's Model

Kohlberg's three levels of moral development correspond to three different
ways philosophers have defined moral behavior. An action can be considered
moral because it's good for me (preconventional level); because it's good

for others or because there are no rules against it (conventional level); or
because it conformsto certain universal principles of conduct (postconven-
tional level).

Elementary school children are concerned mainly about acceptance and
disapproval. Kohlberg contended that as children mature, their moral judgment
becomes more "reasonable,” that is, more rationally defensible. As children
become more reasonable, they adopt cultural norms such as being truthful, not
stealing, and helping other people. From middle school on, adolescents moral
reasoning still reflects conformity to social conventions. However, it allows
consideration of abstract principles ("All people are created equal") and the
ability to appreciate or at |east respect other people's points of view. Relatively
few adolescents or adults proceed to the third level, where behavior is guided
mainly by principles of justice and fairness. The assumption shared by Piaget
and Kohlberg that cognitive and therefore moral growth are stage-like, invar-
lant, and universal is still being debated (Beilin & Pufall, 1992). Kohlberg's key
assumption that cognitive advances in perspective taking and abstract thinking
underlie advances in moral reasoning has received considerable research sup-
port. Cognition appears to be a necessary but not sufficient factor for many
types of moral reasoning (Eisenberg et al., 1995). Critical Thinking Question:
What factors that influence moral judgment might be overlooked by strictly
maturational models?

Kohlberg's theory has been criticized on several accounts. One mgjor crit-
icism concerns the hypothetical moral problems that he presented to subjects.
Almost all of the dilemmas involved abstract problems of justice and fairness,
life and death. They have little to do with the real-life problems that most
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adolescents face (Carlo, Koller, Eisenberg, Da Suva, & Frohlich, 1996). When
given the opportunity to generate and analyze moral situations that reflect their
own life experiences, adolescents describe issues involving family and peer
relationships, cheating, lying, drug use, career decisions, and money (Colan-
gelo, 1982; Y ussen, 1977).

In a study asking adolescents attending private boarding schools to de-

scribe their own real-life moral dilemmas, 91% of the girls and 64% of the boys
described their moral conflictsin asocia context (Johnston, Brown, & Chris-
topherson, 1990). They did not cite abstract principles, rules, or rights. Wark
and Krebs (1996) found that "females were inclined to report different kinds of
real-life moral dilemmafrom males. In particular, females were more inclined
than males to report prosocial types of dilemma, and males were more inclined
than females to report antisocial types of dilemma’ (p. 228). Reminding us of
Sternberg's criticism of standardized intelligence tests (Chapter 4), Kohlberg's
moral dilemmas do not appear to tap the typical everyday reasoning patterns

of adolescents. Adolescent and adult moral reasoning is more socia and situ-
ation-specific than Kohlberg believed (Carpendale & Krebs, 1992; Hart & Feg-
ley, 1995).
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How children and adolescents think about a problem depends partly on

how the problem is presented. The social context and the consequences to the
adolescent are key factors in moral reasoning that generally are ignored by
Kohlberg's scales (Galotti, Kozberg, & Farmer, 1991; Johnston et al., 1990; Willits
& Crider, 1988; Y ussen, 1977). This helps us understand why so many early
and middle adol escents score at the preconventional level on Kohlberg's scales
(Colby & Kohlberg, 1987; Lapsley, 1990).

Despite Kohlberg's assumption that levels of moral development are uni-
versal, peoplein different cultures differ somewhat in their social and moral
reasoning (Cousins, 1989). For example, Gustavo Carlo and his colleagues re-
ported that American children scored higher than Brazilian children on inter-
nalized moral reasoning, possibly reflecting the degree to which American chil-
dren's education reflects critical reasoning skills (Carlo et al., 1996). No
differences in moral reasoning were found for adolescents in the two cultures.
Asian social reasoning is more group oriented ("How do my actions affect

the group"?), whereas Western reasoning is more focused on the individual
("How will my actions affect me?") (Hart & Fegley, 1995; Michel, Thomas, &
Maimbolwa-Sinyangwe, 1989; Schweder, Mahapatra, & Miller, 1987).

The fact that people in some cultures achieve higher scores on Kohlberg's
moral development scales than people in other cultures raises the possibility

of cultural biasinthetest. It islikely, however, that some professional groups
(e.g., mathematicians and physicists) reason at higher levels than others, at least

People in different cultures have different ideas about what constitutes appropriate
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behavior.
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when addressing problems in their special area. So few people demonstrate
postconventional reasoning on Kohlberg's scales that some critics question his
interview methodology and the logic of his model (Schweder et al., 1987).
Kohlberg's model is criticized for underestimating social influences on

moral development. Kohlberg and Piaget assumed that children advance to
higher levels of reasoning when their present levels are inadequate to accom-
modate their experiences. Thisis probably true to some extent, but it seems
likely that children's sense of right and wrong isrooted at least partly in their
discussions with parents, teachers, and friends about moral transgressions
(Waker & Taylor, 1991).

Piaget (1932) acknowledged that peers play an important role in moral
development. Disagreements with peers force children to take another per-
spective into account and to use reasoning to integrate the alternative perspec-
tive. Thisislesslikely to occur in discussions with adults because children tend
to defer to the adult perspective and reasoning is not activated. Kruger (1992)
confirmed this hypothesisin her observation of children's discussions of moral
dilemmas with peers and parents. Huffman's (1983) socialization theory attri-
butes moral development to the transmission of cultural norms and values from
parent to child. We will return to this view shortly.

ARE THERE GENDER DIFFERENCES
IN MORAL REASONING?

Might the gender of the theorist influence the assumptions of the theory? Freud
(1925) portrayed females as more emotional and less rational than males, im-
plying that females have less moral conviction (weaker superegos) than males.
Piaget (1932) and Erikson (1974) held that females are more concerned about
relationships and feelings than about abstract ideas of fairness and justice. The
two male theorists concluded that females are less advanced than malesin their
moral judgment.

It is possible that because Kohlberg used all-male samples, his original mea-
sures of moral development are biased against females. "This sex difference
has commonly been explained as a deficiency in the female's ability to apply
advanced principles of moral judgment. Kohlberg's system penalizes women
for their caring attitude and rewards males for their preference for citing ab-
stract principles of justice" (Muuss, 1988Db, p. 230). Adolescent boys typically
score higher than same-age girlsin Kohlberg's stage 3. More male than female
adolescents move beyond stage 4 to higher levels of moral judgment. When
given the opportunity, girls generate more personal real-life dilemmas than
boys and boys generate more impersonal (abstract) real-life dilemmas than girls
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(Skoe & Gooden, 1993).

In the view of Freud, Piaget, and Kohlberg, moral advancement occurs

when adol escents judge situations based on universal principles of justice
rather than according to personal or situational factors (Linn, 1991). Because
females more than males emphasi ze caring rel ationships and mutual obliga
tionsin their moral reasoning, they generally score lower than males on Kohl-
berg's scales. Kohlberg acknowledged that males score higher than females on
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his moral scales. He rationalized that if women were given equal opportunity
in employment and education, they would score as highly on his scales as men
do (Kohlberg & Kramer, 1969). But would they?

Carol Gilligan'sViews

Carol Gilligan (who at one time collaborated with Kohlberg) maintains that
male and femal e adolescents display different styles of moral reasoning but
that neither style is more advanced than the other. Whereas males tend to view
moral dilemmas mainly in terms of justice and fairness, females are more con-
cerned about maintaining friendships and not hurting others. This distinction
Is particularly important during adolescence when teenagers are dealing with
interpersonal issues such as autonomy, disconnection from parents, and ro-
mance (Eisenberg, 1990).

In one study, Gilligan presented two bright, articulate 11-year-olds, one

boy and one girl, with Kohlberg's moral dilemma about the man named Heinz.
Whereas the boy, seeing virtue in the action, was sure that Heinz was justified
in stealing the medicine, the girl reasoned that if Heinz were caught, the theft
would deprive Heinz's ailing wife of his company and his help. The girl felt
that Heinz and the druggist should discuss the problem and agree to a solution.
According to Gilligan, both children recognize the need for agreement but "see
it as mediated in different ways. he impersonally through systems of logic and
law, she personally through communication in relationship™" (Gilligan, 1982).
Based on their different reasoning styles, the girl would score afull stage
lower than the boy on Kohlberg's morality scale. Gilligan contends that the girl
believes in communication as the proper mode of resolving conflict. Males tend
to view morality abstractly as a contest of rights and values. Females typically
see themselves as part of a concrete network of relationships that is valued
more than abstract principles of justice and law. Again, Gilligan suggests that
neither the male nor the female style of moral judgment should be considered
better or more advanced than the other. They are simply different. Critical
Thinking Question: Do you agree with Gilligan that personal considerations,
including afeeling of empathy, are aform of moral reasoning, even when they
do not reflect abstract principles such as fairness or justice?
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Evaluation of Gilligan's Views

Gilligan contends that Kohlberg's model is more applicable to the abstract,
rational analysis practiced by males than to the more compassionate, relation-
ship-oriented analysis preferred by most females. Gilligan allows that most
peopl e incorporate both patterns of reasoning but suggests a significant gender
difference in moral judgment that has so far not been demonstrated. Gilligan's
complaint of gender bias appliesto all the major developmental theories created
from amale perspective and based almost exclusively on research using male
participants (Muuss, 1988b). She has demonstrated how male theorists and phi-
losophers unfairly denigrated women's intellectual abilities and moral judg-
ment. Such gender bias limits women's social, legal, political, and economic
opportunities (Gilligan, 1982; Muuss, 1988b).
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Modest gender differencesin moral reasoning style occasionally are re-

ported (Garmon, Basinger, Gregg, & Gibbs, 1996). For example, as a group,
females may be more adept than males at social perspective taking (Santilli &
Hudson, 1992). Some studies report that girls are more concerned than boys
about approval and acceptance and are more attentive to relationship details
(Cohn, 1991; Skoe & Gooden, 1993; Wren, 1997). Carlo and his colleagues, how-
ever, reported that girls are less likely than boys to display approval-oriented
reasoning (Carlo et al., 1996). Adolescent girls are alittle more likely than boys
to view their problemsin arelationship context (Galotti, 1989; Johnston et al.,
1990) and to show greater prosocial reasoning (Eisenberg et al., 1991). Thought
Question: How would different styles of moral reasoning affect male-female
relationships?

Most research based on the use of real-life problems instead of hypothetical
dilemmas reveals few if any gender differencesin level or type of moral rea-
soning (Eisenberg & Lennon, 1983; Ford & Lowery, 1986; Friedman, Robinson,
& Friedman, 1987; Galotti et al., 1991; Smetana, Killen, & Turiel, 1991; Walker,
1984). Adolescent males and females usually consider both justice and sensitiv-
ity in their moral reasoning (Johnston, 1985; Linn, 1991). In fact, Carlo and his
colleagues (1996) report that the only gender difference in moral maturity that
they found using Kohlberg's scales favored females. Wark and Krebs (1996)
object to characterizing people as morally mature or morally immature and to
labeling people as having a care-based or justice-based moral orientation on

the basis of their responses to contrived moral dilemmas. "As children acquire
new cognitive structures, we would expect their moral judgment to become
increasingly inconsistent and, in an important sense, less developmentally

based ... what developsis moral competence-the capacity to make increas-

ingly sophisticated moral judgments' (p. 229).
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SOCIAL INTERACTIONAL THEORY

Although Kohlberg and Piaget acknowledged the social foundations of moral
reasoning (e.g., Piaget, 1926), their cognitive-developmental models attributed
primary importance in moral behavior to cognitive development. Social inter-
actional theorists disagree. They suggest that prosocial behavior emerges nei-
ther from cognitive maturation nor from a parent's level of moral reasoning,
but from children's routine daily interactions with other people, especialy their
parents and peers (Eisenberg & Mussen, 1989; Hoff man, 1983).

(Carol Gilligan [19821 agrees. She suggests that gender differencesin moral
reasoning have their roots in socialization. Empathy and relationship values,
Gilligan maintains, are passed from mother to daughter, whereas valuing in-
dependence over connectedness is cultivated in sons by mothers and fathers.)
Social interactional theorists give children credit for recognizing the moral
implications inherent in everyday social encounters. They give parents credit
for teaching proper behavior. "It is, of course, day-by-day family interactions,
not the 1-hour sampling of discussion in the lab, that is responsible for chil-
dren's moral development” (Walker & Taylor, 1991, p. 280).
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Unlike cognitive theorists, socia interactionists assume that even young
children understand that actions such as hitting and stealing are wrong. They
understand that conventions like washing one's hands and being polite are
desirable because people agree that they are desirable, not because of under-
lying moral principles. According to social interactionists, children understand
that social conventions are necessary for society to function. They learn that
their actions are wrong when parents express anger, disappointment, and hurt
feelings following a transgression.

Research confirms that prosocial behaviors are associated with close
parent-child relationships and with flexible parental childrearing practices
(those that emphasi ze reasoning and empathy rather than power and punish-
ment) (Baumrind, 1987; Cohen & Stray er, 1996; Eisenberg & Missen, 1989;
Schweder et al, 1987; Walker & Taylor, 1991). Walker and Taylor (1991) re-
ported that parents adjust their level of reasoning when discussing moral issues
with their children. Apparently, parents who are able to discuss real-life moral
problems at alevel that the children can understand have children who show
the greatest moral growth. Other family interactional patterns that foster pro-
social behavior in adolescents include being open to and respecting other peo-
ple'sideas, beliefs, and feelings (Cooper, Grotevant, & Condon, 1983). Thought
Question: Does it follow from the social interactionist model that immoral
parents inevitably have immoral children?

PROSOCIAL BEHAVIOR
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Are adolescents more helpful than younger children? Not necessarily (Seppa,
1996a). Although college students and adults are more helpful than early ad-
olescents, there are only dlight differences in helping behavior between adoles-
cents and younger children (Eisenberg, 1990). Perhaps this is because younger
children are aready quite helpful. Some studies (e.g., Bar-Tal & Nissim, 1984)
report that younger adolescents are more likely than older adolescents to offer
help, especially when they anticipate areward. Thought Question: Based on
what we know about adolescent egocentrism, what risk would an adolescent

be taking in offering help in an ambiguous situation?

Understandably, young children believe that they are not capable of help-

ing. But why would adolescents be reluctant to offer help? Reflecting egocentric
reasoning, many report fearing embarrassment or disapproval for intervening
in someone else's business ("Butt out"). When they do help, adolescents typi-
cally state motives that are more altruistic than those of younger children. Ac-
cording to one study, teenagers are more likely than younger children to donate
money and exhibit appropriate comforting behavior, although they are not
more likely to offer emotional support (Burleson, 1982). Eisenberg (1990) notes
that there are few changes in most kinds of prosocial behavior during adoles-
cence, although reasons for helping may change during the transition to ado-
lescence. Depending on the specific circumstances, helping behavior in adoles-
cents is motivated by feelings of sympathy and caring for someone in need, by
understanding the moral implications of not helping, and, occasionally, by self-
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ish (hedonistic) reasons (Blasi, 1980; Eisenberg, 1986; Eisenberg & Miller, 1987;
Perry & Mclntire, 1995).

Prosocial moral reasoning has been linked theoretically and empirically to
prosocial behavior. "The higher levels of prosocial moral reasoning often reflect
other-oriented concerns with the needs of distressed individuals and are con-
sonant with helpfulness and generosity toward others. Moreover, cognitively
sophisticated individuals may be more apt to understand and consider the
relevant situational and personal factors necessary for engaging in helping be-
haviors' (Carlo et al., 1996, p. 235).

The Role of Socialization

What can parents do to help children become less self-centered and more ori-
ented toward helping others? Modeling altruistic and caring behaviors
throughout childhood is very important. Children learn how and when to be
helpful mainly by observing their parents offer help to them and to nonfamily
members. Prosocial behavior is also encouraged by strategies that focus chil-
dren's attention on other people's needs rather than their own (Do you think
your sister can use some help with her math homework?'). Parents who begin
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teaching and modeling how to be helpful when their children are very young
probably will enjoy the fruits of their labor when their children come of age.
A mother and father brought their 17-year-old son into family counseling
after the teenager was caught shoplifting. He was a bright boy and had not

Adolescents who have good
relationships with their par-
ents are likely to view them
as role models regarding what
Is considered appropriate
behavior.

163

previously been in serious trouble. When | asked him whether he thought it
was all right to steal, he responded that he thought he could get away with it,
and, anyway, the store owner would never miss the items he took. He spoke
as though he believed that what he had done was no big deal. However, when
| asked him how he would fedl if his father were caught shoplifting, he said he
would be shocked and embarrassed. Somehow, he applied quite different stan-
dards to his father's behavior and his own.

As children mature, their increasingly advanced reasoning abilities make

it harder for them (but not impossible) to justify selfish actions (Eisenberg et
a., 1995). Because violating rules and even laws is not uncommon during ad-
olescence, parents should attempt to (1) monitor their children's activities,

(2) help them to understand the reasons for their actions, and (3) help them to
predict the consequences of their actions. In my experience, parents who ask
guestions ("How would you feel if you were caught?') are more successful at
instilling values than parents who criticize, lecture, or threaten. Keep in mind
that adolescents who enjoy close relationships with their parents usually are
reluctant to disappoint their parents with displays of irresponsible behavior.

MORAL EDUCATION

How do we educate children and adol escents to distinguish between right and
wrong and to act accordingly? It is one thing to know the difference between
right and wrong and another to be guided by moral values and principles. |
may believe that cheating iswrong, but it certainly istempting to get the an-
swers to the math test from someone who took it this morning (see Spotlight -
How Common Is Cheating on Tests?). Although advances in reasoning ability
help children and adol escents understand the value of fairness and of express-
ing caring, socialization and education appear to be the keysto trandating
values and beliefs into actions (Nickerson, 1987).

Kohlberg (1985) emphasized the importance of providing children with

socia and cognitive stimulation to enhance what he considered to be the natural
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developmental process of moral reasoning. His premise was that children's
moral reasoning advances when it is challenged by those who reason at higher
levels. He believed that exposure to controversial issues and challenging estab-
lished ideas generate cognitive tensions in children and adolescents that allow
them to reorganize their thinking about moral issues. He suggested that role-
playing moral arguments fosters moral reasoning.

Adolescents often discuss issues of fairness and sensitivity with each other

in and out of school. In classrooms, discussions of moral issues among peers
are more fruitful when they are "facilitated by humor, listening responses,
praise, and encouragement to participate. These supportive interactions set a
positive atmosphere for discussions, whereas hostility, sarcasm, and threats
inhibit the meaningful exchange of ideas' (Walker & Taylor, 1991).
Discussions of moral issues may become heated, with disagreement occa-
sionally leading to defensiveness or personal attacks. Y oung people should be
encouraged to evaluate their reasoning when it is challenged or criticized by
others rather than become defensive. "As children interact with others, they
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OF THE
SPOTLIGHT - How Common Is Cheating on Tests?

Surveys of adolescents and their teachers suggest that cheating on tests and
plagiarizing term papers and homework are common occurrences during
the adolescent years. A 1990 Harris Poll of over 5,000 high school students
revealed that 65% of those surveyed admitted that they would cheat on an
important exam. Schab (1991) surveyed 4,020 high school studentsin 1969,
1979, and 1989 about cheating. Most students reported believing that ama-
jority of their fellow students did indeed cheat occasionally.

Over the 20-year period surveyed, there was an increase in the number

of students who admitted cheating on tests and homework. Many acknowl-
edged that their parents occasionally helped them break school rules. The
most common reason given for cheating was "fear of failure,” followed by
"too lazy to study," "parents demanding good grades,” "desire to keep up
with others," and "it's easy to cheat."

Cheating occurred most often in math, science, history, English, and for-
eign language courses. The three most often mentioned penalties for cheat-
ing were failing the test, calling in parents to discuss punishment, and fail-
ing the course. Where did the students believe that children should be
taught honest behavior? The majority said they believed that the home was
the primary place. Church was mentioned as second most influential, and
school was considered the |east effective place.

A confidential survey administered at an English university asked stu-
dents about 21 cheating behaviors (Newstead, Franklyn-Stokes, & Arm-
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stead, 1996). Reported cheating was common, with certain types of cheating
occurring more frequently than others. Male, younger, less competent, and
science students reported cheating more frequently than female, older, more
competent, and non-science students. Students who felt that they werein
school to learn rather than to obtain good grades were less likely to violate
school policies. Thought Question: Are situational factors, such as competi-
tion for grades, or personality factors, such as motivation to learn, more
important determinants of cheating?

learn how viewpoints differ and how to coordinate them in cooperative activ-
ities. Asthey discuss their problems and work out their differences, they de-
velop their conceptions of what isfair and just” (Grain, 1992, p. 142). Thisis
different from simply eliciting cognitive conflict, as Kohlberg recommended.
In the tradition of educator John Dewey, Kohlberg (1985) advocated that
classrooms become participatory democracies, which he called just commu-
nities. Each member of the community, both teacher and student, has the right
to express an opinion. In discussions with their peers, students can be encour-
aged to express and defend their varying points of view. With the teacher ask-
ing pointed questions and modeling mature moral reasoning, children's rea-
soning advances. Teachers must "understand, stimulate, and encourage, rather
than directly teach, moral values' (Harding & Snyder, 1991, p. 323).
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Harding and Snyder (1991) describe an approach to moral instruction based
on teachers use of films and literature that portray fictionalized and real-life
moral dilemmas. Films such as Serpico and Wall Street and books like The Ad-
ventures of Huckleberry Finn are entertaining, have interesting characters, and
depict problems to which most adolescents can relate. The researchers suggest
that provocative films "can provide excellent stimulation for advanced moral
reasoning when viewed and discussed by adolescents with the aid of adults
who are able to advocate mature moral principles’ (p. 326). They suggest that
parents participate in the selection of films and that teachers ask open-ended
guestions without conveying that thereis aright or wrong answer. Harding
and Snyder caution that children are not likely to apply automatically what
they learn from watching and discussing afilm in class to real-life situations.
Jurich and Collins (1996) describe a similar program that uses movie videos
and small-group discussion led by adult facilitators to enhance adol escents
interest in and understanding of their world.

The success of such interventions in raising moral awareness depends on
students' ability to comprehend and discuss moral dilemmasin class, anayze
arguments, evaluate them critically, and then generalize their conclusionsto
real-life events outside the classroom. The ability to think for themselves makes
them less susceptible to manipulation, peer pressure, and irrational authority
(Nickerson, 1987).
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Cognitive and emotional factors are important. A parental discussion style
that supports the highest level of moral development in children requires elic-
iting children's opinions and asking them to clarify the issue and their position
(Walker & Taylor, 1991). Cognitive ability and communication skills are im-
portant mediators of moral development. Adolescents' ability to listen, ask
guestions, and express themselves during discussion of moral issuesis crucia
(Santilli & Hudson, 1992) (Table 5-2).

Table 5-2 Stepsin Moral Training

To help young people internalize prosocial standards of moral conduct and sharpen
their moral reasoning:

State moral rules clearly and explain their rationale.

Enforce moral rules consistently and fairly.

Ask empathy-inducing questions based on your or their actual experiences.
Help them understand how their behavior affects others.

Pose moral dilemmas based on real and hypothetical situations.

Role-play different moral positions.

Provide opportunities to engage in helpful behavior.

Model warmth, empathy, and prosocia behavior.

Practice the authoritative parenting style (see Chapter 7).

Model the highest level of moral reasoning the child can grasp.

Use group discussions and films to help children clarify their own values while
actively considering other people's views.
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SUMMARY

1. Even when they know the difference be-
tween right and wrong, adol escents occasion-
aly violate rules and social norms. Although
their reasoning abilities are maturing, they

don't automatically use their sophisticated rea-
soning skillsto make decisions. Nevertheless, it
does become more difficult for reasonable ado-
lescents to justify selfish or antisocial behaviors.
2. Kohlberg maintained that as children ma-
ture, their moral judgments become more ra-
tionally defensible. He described three levels of
moral development that correspond to ad-
vances in cognitive development. Kohlberg has
been criticized for using moral dilemmas that
are far removed from children's and adoles-
cents real-life concerns and for underestimat-
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ing social and contextual influences on moral
development.

3. Gilligan criticized Kohlberg's scales as being
biased against females. She proposes that there
are gender differencesin moral reasoning
styles. According to Gilligan, males focus on
justice and fairness, whereas females emphasize
feelings of connectedness and caring. However,
neither style is used exclusively by males or
females.

4. It islikely that cognitive maturation, social-
ization, and contextual factors al play anim-
portant role in the development of prosocial be-
havior during childhood and adol escence.
Asking children their opinions and helping
them clarify moral issues support a higher level
of moral development. Parental modeling of al-
truistic and caring behaviorsis especially pow-
erful. Adolescents should be encouraged to
evaluate their reasoning when it is challenged
by others and to try to entertain several differ-
ent viewpoints.

GLOSSARY

Premoral stage of moral development In Piaget's
model, children younger than 4 years of age
showing no sense of feeling obligated to obey
rules

Heteronomous stage of moral development In Pia-
get's model, children aged 4 to 8 years obeying
rules and submitting to authority

Moral realism When children take rules and regu-
lations at face value, viewing them as fixed and
absolute

Autonomous stage of moral development In Pia-
get's model, children aged 8 to 12 years show-

ing greater flexibility in their reasoning than
younger children

Moral relativism The shift in préadol escents moral
reasoning from blind obedience to consider-
ations of people's motives and intentions
Preconventional morality In Kohlberg's model, the
stage of moral development when children do

not yet see themselves as part of society's rule-
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making processes

Conventional morality In Kohlberg's model, the
stage of moral development when adolescents
stress the importance of living up to other peo-
ple's expectations and being helpful
Postconventional morality In Kohlberg's model,
the stage of moral reasoning when behavior is
guided by higher principles of human conduct
rather than by immediate personal or social
considerations

Styles of moral reasoning Carol Gilligan's conten-
tion that males tend to view moral dilemmas
mainly in terms of justice and fairness, whereas
females are more concerned about maintaining
friendships and not hurting others.

Network of relationships Refersto Gilligan'sidea
that females tend to view themselves as em-
bedded in a social network

Just community A classroom environment in
which all people have the right to express their
point of view
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THOUGHT QUESTIONS

1. Who should have primary responsibility for
teaching children values?

2. If there are gender differencesin moral rea
soning, how can we understand their origin?

3. Are adolescents or adults more proneto rule-
breaking behavior?

4. Why do people tend to evaluate their own

behaviors more leniently (e.g., invoke rational -
izations or excuses) than other people's
behavior?

5. If you were ateacher and discovered that one
of your students cheated on atest, how would
you handle the transgression? Would you pun-
ish or use some other means to teach the student
alesson?
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SELF-TEST

1. Adolescents are less likely to offer help when

a. they don't expect areward

b. they feel self-conscious about "intruding”

c. they believe that they are not capable of helping
d. all of the above

2. Adolescent helping behavior is facilitated by

a. feelings of sympathy

b. understanding the moral implications of not helping
c. selfish motivation

d. all of the above

3. Parents encourage prosocial behavior mainly by
a. rewarding it

b. modeling it

c. lecturing about it

d. punishing selfish behavior

4. Taking other people's motives and intentions into account during moral
reasoning is called

a. moral realism

b. moral relativism

c. empathy

d. metacognition

5. Piaget and Kohlberg related advances in moral reasoning mainly to
a. family influences

b. cognitive growth

c. emotional development

d. education

6. Children at Kohlberg's Level | stage of moral reasoning judge events as
good or bad mainly on the basis of

a. rewards and punishments

b. intuitive beliefs

c. what authorities tell them about good and bad

d. al of the above
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7. People at Kohlberg's Level |l stage of moral reasoning judge events as
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right or wrong mainly on the basis of
a. respect for rules

b. rewards and punishment

C. intuition

d. abstract moral principles

8. People at Kohlberg's Level 111 stage of moral reasoning judge events as
right or wrong mainly on the basis of

a. subjective evaluations

b. self-interest

c. legal authority

d. universal principles of conduct

9. Kohlberg's moral dilemmas have been criticized for being
a. unrealistic

b. culturally biased

C. gender biased

d. all of the above

10. According to Gilligan,

a. there are minimal gender differencesin styles of reasoning
b. males usually achieve a higher level of moral reasoning

c. males usually view morality in terms of justice and fairness
d. males are more concerned than femal es about approval

11. Social interactional theory emphasizes the role of inmora
reasoning

a. children's everyday experiences

b. cognitive growth

c. rewards and punishments

d. discussion groups

SIX
ADOLESCEIRIDENTITY,
SELF-CONCEPT, D SELF-ESTEEM

Preview Questions

1. Why did Erik Erikson consider the key challenge facing adoles-
cents to be creating an adult identity?

2. Of what useis a self-concept?

3. How do adolescents go about creating an adult self-concept?

4. What is meant by different types of selves?

5. Why are adolescents so self-conscious?
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6. Why are adolescents more likely than adults to compare them-
selvesto their peers?

7. How does self-esteem change over the course of adolescence?

8. How can parents promote self-esteem in their children?

9. What can parents and teachers do to promote self-esteem in ethnic
minority adolescents?

Disclosures

I'm 5 feet 8 inches and 150 pounds. | have brown hair. I'm Irish, Swedish, English, Polish, and German.
I'm a very outgoing person. | like children. I'm usually very hyper. I'm your average typical teen. I'm
not anything spectacular. | like being with my friends. | like physical activity: hiking, boating, climb-
ing, dancing. | like the color of my eyes, my personality. I'm pretty happy with myself. I'm all right.
(17-year-old female)

They told meto tell you that they want me to be my own person. My mother told meto tell you that. |
do want to be my own person, but it's like you're interviewing me about who | am and she's telling me
what to say-that's not my own person, isit? (8th-grade girl interviewed by Orenstein, 1994, p. 6)

Who am |? My name is Joseph Bruchac. The given nameisthat of a Christian saint-in the best Catho-
lic tradition. The surname is from my father's people. It was shortened from Bruchacek-"big belly" in
Slovak. Yet my identity has been affected less by middle European ancestry and Christian teachings
(good as they arein their seldom-seen practices) than by that small part of my blood which is American
Indian and which comes to me from a grandfather who raised me and a mother who was almost a
stranger to me. | have other names, as well. One of those namesis Quiet Bear. (Bruchac 1993 v 238)
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What am | like as a person? Complicated! I'm sensitive, friendly, outgoing,
popular, and tolerant, though | can also be shy, self-conscious, and even ob-
noxious. Obnoxious! 1'd like to be friendly and tolerant all of the time. That's
the kind of person | want to be, and I'm disappointed when I'm not. I'm re-
sponsible, even studious every now and then, but on the other hand I'm a
goof-off too, because if you're too studious you won't be popular. | don't usu-
aly do that well at school. I'm a pretty cheerful person, especially with my
friends, where | can even get rowdy. At home I'm more likely to be anxious
around my parents. They expect meto get all A's. It'snot fair!... | really don't
understand how | can switch so fast. | mean, how can | be cheerful one min-
ute, anxious the next, and then be sarcastic? Which one isthe real me?
(Composite self-description of a 15-year-old girl,

from Harter, 1990a)

"Which oneisthe real me?' she asks. Good question. In this composite self-
description of areal teenager we will call Lydia, we hear sincerity, disappoint-
ment, frustration, and confusion. Compared to members of other age groups, ad-
olescents are overly sensitive about their appearance and behavior. They givea
lot of thought to who they think they are, who they want to be, and how others
judge them.

In Chapter 4 we learned that Piaget and Elkind linked "distortions" in how
adolescents view themselves to the emergence of abstract and conceptual reason-
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ing. For example, egocentric thinking leads adol escents to place themselves at the
center of other people's attention. Not only does thisincrease their sense of im-
portance and uniqueness, it aso heightens their self-awareness and, occasionally,
their discomfort. Adolescent egocentrism, according to Piaget and Elkind, under-
lies several of the changes we observe in teenagers. insensitive behavior, idealistic
thinking, feelings of invulnerability, and desire for privacy (Elkind, 1967;
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O'Connor & Nikalic, 1990).

Parents who do not understand adolescents' preoccupation with status and

peer approval are likely to be puzzled or put off by their children's behavior, lan-
guage, and tastes in friends, music, and fashion. A psychologist | know well
(okay, it's me) was startled one day when his younger son (then 12) came home
with an almost shaved head. My son's friend generously had offered to give him
afashionable haircut at no cost. What were they thinking? Such behavior makes
sense to adults only when we view adolescence as atime of exploration and rein-
vention. The process of becoming an adult requires extensive experimentation
with different ways of appearing, sounding, and acting. Viewing my son's ques-
tionable judgment as a préadol escent experiment with his "look™ softened the
blow (alittle).

Many parents have mixed feelings when their children begin to experiment

with makeup, earrings, and hairstyles or express unconventional political opin-
ions and unorthodox spiritual beliefs. Although young people vociferously de-
fend their evolving personal styles, they are not yet terribly confident about them.
Note Lydia's attempt to consolidate what would seem to be a variety of some-
times contradictory selves into one coherent self-concept (Harter, 1990Db).

Isit a contradiction to want to distance oneself from one's family and still

desire to be accepted as afamily member? How does one remain true to oneself
while satisfying the expectations of parents and friends? Whether we become our
own person or the creation of others depends partly on our self-confidence and
partly on the opportunities we have to explore aternative roles and lifestyles. As
we shall see, some adolescents have more opportunities to explore and more re-
sources available to them than others. Fortunately, most adol escents eventually
succeed in defining themselves in their own terms, abeit with some compromise
along the way.

A few succumb to powerful social pressure to be the way others want them

to be. One 15-year-old girl put it thisway: "l myself can't say no to peer pressure.
That's bad. Y ou should be able to say no. | givein to peer pressure."” Aswith
Lydia, it'samost as if we're listening to two different people, the actor and the
observer. Intense conflict or confusion about what kind of person to be can set
the stage for a host of adjustment problems, including eating disorders, depres-
sion, and antisocial behavior (Damon & Hart, 1988).

In this chapter we consider several related constructs that operate at the core

of adolescent personality: personal identity, self-awareness, self-evaluation, self-
concept, and self-esteem. We are particularly interested in how young people
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view themselves as individual s in society, how
they feel about themselves, and how eventu-
aly, most come to appreciate the richness and
complexity of their increasingly adult-like
personalities. Although we pay considerable
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attention to gender and ethnic variation in
identity formation, please keep in mind that
there is substantial variation within each
gender, ethnic group, and culture regard-
ing identity formation and self-esteem. We

begin our examination of these topics by
considering Erik Erikson's views regard-
ing how adolescents formul ate the self-
definition known as personal identity.

ERIK ERIKSON'S MODEL OF IDENTITY ACHIEVEMENT

Study Question: Who are you?

Erik Erikson (1950, 1960,1968) proposed that during each stage of life we
face distinctive developmental tasks or challenges. He described eight life
stages, each defined in terms of a developmental task that he deemed crucial
for that period. Erikson proposed that, because of the almost endless oppor-
tunities to explore different ways of being, adolescence is the optimal time for
deconstructing one's childhood identity and reconstructing a viable adult
identity.

According to Erikson, identity resolution during adolescence is most likely

to be achieved by those who have successfully negotiated four earlier psycho-
social stages. Erikson's epigenetic principle states that every stage in devel-
opment contributes something to future stages and reframes all the earlier ones,
a sentiment captured by the saying, "The child is the father to the man."

Ego identity, as defined by Erikson (1968), refers to that aspect of who we
are that we perceive as having continuity over time (Erikson, 1963). It enables
me, for example, to look at pictures of myself as a cute and adorable child and
sigh, "That's me" and to imagine my future self asretired or even (gasp) dead
and buried. Although | expand daily, | feel that | am basically the same person
| was yesterday, last year, even 50 years ago. Thus, who | am has continuity
over time and distinguishes me from everyone else. In Erikson's words, "The
whol eness to be achieved [during adolescence] | have called a sense of inner
identity. The young person, in order to experience wholeness, must feel a pro-
gressive continuity between that which he has come to be during the long years
of childhood and that which he promises to become in the anticipated future;
between that which he conceives himself to be and that which he perceives
othersto see in him and to expect of him" (Erikson, 1968, p. 87). Thought
Question: Having difficulty conceptualizing one's continuity over time has
been linked to adolescent suicide. Why might this be so?
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Table 6-1 Components of Personal Identity

Ego identity: that aspect of who we are that has continuity over time

Personal dimension of identity: personal history, abilities, ideology (beliefs about
religion, politics, and philosophy), values, perceived strengths and weaknesses,
personal goals, vocational aspirations, sexuality, nationality, gender, and ethnicity
Social dimension of identity: social roles, relationships, perceived similarities to and
differences from others

The personal dimension of identity, according to Erikson, includes one's
ideology (beliefs about religion, politics, and money, for example), vocational
aspirations, sexuality, nationality, gender, and ethnicity. The social dimension
of identity includes the many roles people play in life, such as student, parent,
citizen, gang member, pet owner, consumer, and employee. Joining a church
choir, being captain of the girl's tennis team, or achieving Eagle Scout rank in
the Boy Scouts each adds a new dimension to how we think of ourselves. The
more one values a new role, the more it becomes part of one's identity. Many
diverseroles eventually are integrated into a uniquely self-defined person
(Archer, 1989a).

Our identity allows us to distinguish between who we are (including all of

the above) and who we aren't (possible beliefs, roles, and ways of being we
reject). ldentity also produces "a sense of psychosocia well-being ... afeeling
of being at home in one's body, a sense of 'knowing where one is going™
(Erikson, 1980, p. 127). Not all aspects of identity are chosen. Some, such as
being adopted, Latino, or female, are assigned (Grotevant, 1992) (Table 6-1).
Asisthe casefor all eight psychosocia stages described by Erikson, during
adolescence there is the possibility of a positive, negative, or mixed resolution.
Most adolescents eventually achieve arealistic adult personal identity (positive
outcome). Some enter adulthood uncertain about their place in the world (a
negative outcome known as identity confusion). Some adol escents experience
a combination of personal identity and identity confusion (a mixed outcome).
Someone who is committed to an occupation but confused about a romantic
relationship also exemplifies a mixed outcome.

James Marcia (1994), whose clarification and elaboration of Erikson's model
Is discussed in the next section, maintains that individuals construct their own
particular form of resolution for each stage, incorporating both positive and
negative aspects of the stage (Table 6-2).

Table 6-2 Possible Outcomesin Erikson's Fifth Stage

|dentity: Fully functioning, unique adult personal identity with a meaningful role in
life (positive outcome)

|dentity confusion: Confusion and aimlessness regarding one's future roles;
uncertainty about one's place in the world

Mixed outcome: Having direction in some life domains (e.g., vocation) but not in
others (e.g., relationships)
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Achieving a meaningful adult identity requires exploring and experiment-

ing with awide variety of roles (e.g., babysitter, Girl Scout, employee, athlete),
comparing oneself to others, and identifying with significant people in one's
socia environment. What role do parents play in adolescent identity formation?
"The strengths a young person finds in adults at this time-their willingness

to let him experiment, their eagerness to confirm him at his best, their consis-
tency in correcting his excesses, and the guidance they give him-will code-
termine whether or not he eventually makes order out of necessary inner con-
fusion and applies himself to the correction of disordered conditions. He needs
freedom to choose, but not so much freedom that he cannot, in fact, make a
choice" (Erikson, 1960, p. 49).

At least until the late high school years, young people typically lack the
experience, perspective, and motivation needed to commit to long-term life
goals, such as employment and marriage. Their more immediate concerns are
school, social life, and having fun. Some adolescents commit to a career or life
goal prematurely (without sufficient exploration), perhaps in response to pa-
rental or peer influence.

Erikson coined the term identity crisisto refer to adolescents' serious ques-
tioning of their essential personal characteristics, their view of themselves, their
concern about how others view them, and their doubts about the meaning and
purpose of their existence (Erikson, 1960). A 20-year-old female illustrates this
concept. "I'm avery confused person, lazy, unhappy, unable to make decisions.
Always depending on others. | was alate maturer. | thought | was ugly. Made
fun of by the boys. Insecure. I'm not able to deal with my feelings." Erikson
maintained that an individual's success with adult developmental tasksin-
volving marriage and career depends on whether and how such an identity
crisisisresolved. Thought Question: Does the girl quoted above appear to be
in crisis, or isthat term overly dramatic?

Resolution of the identity crisisis most likely when the three dimensions

of identity cited above (ego, personal, social) merge, that is, when ayoung
person's capabilities and interests match the opportunities for expression avail-
ablein hisor her social environment (Markstrom-Adams, 1992). One of the
unfortunate features of adolescence in Western culturesisthat relatively few
young people are given meaningful opportunitiesto be in charge of aworth-
while project or community service. Thislimitstheir ability to develop the
responsibility and competence necessary for taking on demanding adult roles.
On the other hand, modern society does provide young people with a variety

of protective environments (e.g., family home, college campus) for exploring
different roles and different arenas in which to clarify their vocational aspira-
tions (Adamson & Lyxell, 1996; Waterman, 1985). Minority children and ado-
lescents generally have fewer opportunities to explore and excel (Spencer &

file:/I/E|/0-471-57190-3. TXT (189 of 982)2/14/2007 3:33:21 PM



file:/l/E|/0-471-57190-3.TXT

Markstrom-Adams, 1990).

Grotevant and his colleagues (Grotevant, Bosma, De Levita, & Graafsma,
1994) note that there is a fundamental ambiguity in the meaning of personal
identity. Sometimes the term refers to the essence of one's individuality (my
continuing sense of self); at other times it refers to the means by which an
individual can be identified by others (the roles that one takes on). Erikson
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himself used the term in different ways on different occasions, but all of his
meanings imply mutual regulation between the individual and society
(Graafsma, 1994b).

MARCIA'SELABORATION

Study Question: What role does exploration of alternatives play in identity
formation?

Erikson's theoretical model of identity achievement has been clarified and
empirically tested by James Marcia (1966,1967,1980,1994) and others. Marcias
identity status model has dominated the field over the past two decades (Ber-
zonsky, 1992). He developed an extensive interview protocol and a rating man-
ual for studying the different ways that adolescents construct a personal iden-
tity. "The interviewer asks individuals about decisions that they may or may
not have made, the process by which those decisions were arrived at, and the
extent to which they are committed to ... those decisions. The topics the inter-
view covers vary from culture to culture and from time to time" (Marcia, 1994,
p. 72). Interviews contain questions about vocational choice, ideology, religious
and political beliefs, and interpersonal values, including sex role attitudes and
sexuality.

On the basis of such interviews, Marciaidentified four ways (identity sta-
tuses) in which late adol escents (approximately 18-22 years of age) may be
expected to resolve the identity-identity confusion conflict. The four identity
statuses vary according to two dimensions: exploration of and commitment to
adult roles.

Generally speaking, the older an adolescent, the more exploration and the
greater the commitment we usually observe (Markstrom-Adams & Adams,
1995). Exploration refers to a process of active questioning of, and searching
for, adult roles and values in the various domains of adolescent life cited above.
Commitment refers to firm decisions regarding the above domains (1 am go-
ing to be amusician") and includes specific strategies for achieving personal
goals and adesired life path. In combination, the two dimensions of exploration
and commitment yield four potential identity statuses (Table 6-3).

Table 6-3 Marcia's Four |dentity Statuses
Commitment
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Present Absent

Present |dentity achievement Moratorium
Exploration

Absent Identity foreclosure [dentity diffusion
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With each of the four identity status definitions below, we'll include atyp-

ical answer to the following question in the occupational area of Marcidsin-
terview: "How willing do you think you'd be to give up going into [specified
field of study] if something better came along?' (from Marcia, 1966).

1. Identity diffusion. Adolescentsin identity diffusion status are not ac-

tively exploring or committing to adult roles and values. They may or may not
have engaged in exploration in the past, but if so, unsuccessfully. Typical an-
swer to the occupation question: "Oh sure. If something better came aong, I'd
changejust like that." Adolescentsin thisidentity status have no internally
consistent set of values and goals and are not searching for any. Peoplein
identity diffusion may appear to have a carefree lifestyle or may admit to being
unfulfilled (Patterson, Sochting, & Marcia, 1992).

The prototypical high school underachiever who is uninterested in school

and who has limited prospects el sewhere provides an example of identity dif-
fusion. Identity diffusion also is seen in the alienation of juvenile offenders and
drug abusers. Many disaffected adol escents have strained rel ationships with
their parents (Adams, Dyk, & Bennion, 1987).

2. ldentity foreclosure. Adolescentsin identity foreclosure have commit-

ted to specific goals, values, roles, and beliefs but without having first thought
through or investigated realistic alternatives. Their commitment is sincere but
not the result of meaningful exploration. Rather, they are accepting the guid-

|dentity diffusion, or lack of
direction in on€'slife, can be
seen in the alienation of juve-
nile offenders and drug
abusers.
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ance of others or submitting to social pressures, usually from parents or other
authority figures. Typical answer to the occupation question: "Not very willing.
It'swhat I've aways wanted to do. The folks are happy with it, and soam |."

A student in my graduate adolescent psychology course reported that he
comes from along line of police officers. His grandfather and father were po-
licemen, and he and his brother were expected to continue in that tradition.
Although this might be a reasonabl e choice of career for them, we can't help
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but wonder how much encouragement they had to consider other alternatives.
Exploration of roles remains a possibility following premature foreclosure. Ad-
olescents in foreclosure status typically have close relationships with their par-
ents (Adamset al., 1987).

3. Moratorium. Adolescents in moratorium status are considering differ-

ent points of view and experimenting with various adult roles but have not yet
made final commitments. College students who take courses in several different
disciplines before deciding on amajor exemplify moratorium status. Adoles-
centsin moratorium are busy exploring aternatives, but not without some
anxiety. Their goal isto narrow their options so that they can commit to oc-
cupational, interpersonal, and ideological goals (Patterson et a., 1992). Mora-
torium status is associated with positive parent-adolescent relationships (Ad-
amset a., 1987). Typical answer to the occupation question: "l guessif | knew
for sure | could answer that better. It would have to be something in the genera
area-something related.”

4. |dentity achievement. Individuals in identity achievement status al-

ready have experienced identity diffusion. After investigating a variety of adult
roles, they have committed to alife plan. Typica answer to the occupation
question: "Well, | might, but | doubt it. | can't see what ‘'something better’
would be for me." The commitment usually is a compromise between personal
needs (e.g., to enjoy one's job) and social demands (e.g., to earn aliving). For
middle-class adolescents, identity achievement usually occurs during the later
college years. Vocational commitment occurs when an academic major is de-
clared, although decisions can always be modified. Interpersonal goals such as
marriage are set during this period, and ideological (political, religious) opin-
ionsintensify. Although it isarelief to commit to an occupational goal and a
lifestyle, often there islingering doubt about whether one has chosen wisely
("Do | really want to spend the rest of my life cleaning peopl€e's teeth"?) Some
in this status "regress’ into periods of crisis and confusion (Marcia, 1976).
Adolescentsin identity achievement status usually have good relationships
with their parents (Adamset a., 1987).

These identity statuses are not necessarily consistent across different do-

mains of an adolescent's life. For example, an adolescent may bein diffusion
regarding career goals, in foreclosure regarding sexuality, and in identity
achieved regarding family roles. At alater time, after considerable exploration
and reassessment, the individual might show a different combination of sta-
tuses for these domains (Archer, 1989a).

Most adol escents experience more than one of these statuses. From middle
school through the college years, more adol escents attain the status of identity
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achievement and fewer remain in the identity diffusion stage, particularly for
vocational choice (Waterman, 1985).
Adolescents differ in the strength of their investment in any particular do-
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main of identity (Bosma, 1992; Waterman, 1992). Some are invested mainly in
career planning, othersin sports, music, relationships, or academics. They also
differ in the extent to which their chosen identity (e.g., athlete) dominates their
lifestyle. Waterman worries that many adol escents who commit to alife path
have unrealistic expectations or goals. Pressured by practical or social consid-
erations, they are not too comfortable with their choices. Marcia (1994) urges
educational institutions to refrain from requiring hasty decisions from students
regarding declaring a major area of study. Rather, high schools and colleges
should support occupational and ideological experimentation (e.g., changing
majors when appropriate, double majors, minors) and then validate commit-
ment when it emerges.

Other investigators (e.g., Flum, 1994; Valde, 1996) have proposed addi-

tional identity statuses, suggesting that there are many possible paths to iden-
tity achievement. Newer models of identity formation take into account the
diverse personal qualities and abilities of adolescents and the various social
contexts and circumstances that affect their opportunities to explore their op-
tions (Grotevant, 1987,1992; Josselson, 1987) (Figure 6-1).

Criticisms

Erikson and Marcia have been criticized for slanting their theories toward high
school and college malesin the United States. The contextual model described

in Chapter 2 implies that identity formation will vary according to age, gender,
ethnic group, and culture, with considerable variation within each demographic cat-
egory. Coté (1996) notes that "it is possible that race is more important for certain
dimensions of identity formation than gender, such that depending on their

class and age, women of a given race may subjectively experience morein
common with men of their own race than with women of another race as they
form their sense of identity" (p. 151).

Some theorists (Archer, 1992; Bosma, 1992) criticize Marciafor trying to
squeeze all adolescents, regardless of their personal qualities or particular life
circumstances, into one of hisfour identity categories. Further, large numbers

FIGURE 6-1 Factors influencing opportuni-
tiesto explore. (Adapted from Grotevant,
1987,1992)

181

of youth do not conform to the developmental pathways that Marcia describes.
For example, only between 30% and 40% of college seniors can be classified in
the identity achievement category. Do Marcia's status categories miss the boat
regarding how youth in the United States actually proceed to identity achieve-
ment (Coté, 1996)?
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Bosma (1992) contends that by emphasizing individual differencesin iden-
tity achievement, Erikson and Marcia overlooked something more interest-
ing-the pattern of developmental change that takes an individual adolescent
from identity diffusion through identity achievement. Thisis afamiliar issue
in developmental psychology: should we focus on individual differencesin
outcomes or on developmental processes, "internal and external factors that en-
hance or restrict development” (Goossens & Phinney, 1996, p. 494)? Thesein-
clude individual personality variables, the exploration of aternatives, and the
commitment to choicesin different domains of life (Kroger & Green, 1996;
Nurmi, Poole, & Kalakoski, 1996).

Archer (1992) maintains that each adolescent constructs an adult identity

in hisor her own way. She proposes that the content of Marcia's interviews
with adolescents be examined for "patterns in the narratives that might enrich
our understanding of the content that might coincide with the identity statuses'
(pp. 33-34). Archer is suggesting that there isa"story" behind each adoles-
cent's identity status, and that the story is more interesting and informative
than the status category itself. McAdams (1987,1989) maintains that the stories
we create to lend coherence to our lives are really what is meant by identity.
The narrative approach to the study of identity and self has been adopted

by Ruthellen Josselson (1987, 1994) and others (Neisser & Fivush, 1994). Jos-
selson's interviews with femal e adol escents go considerably beyond the three
identity domains that Erikson and Marcia considered essential-vocation, ide-
ology, and family. Interviews conducted by Josselson, Carol Gilligan, and oth-
ers explore identity domains such as religious beliefs, politics, sexuality, values,
dating, friendship, ethnicity, parenting, and others. Their studies confirm that
there are identifiable patterns of identity formation that go beyond simple
categorization.

Another criticism of both Erikson's and Marcia's models is that they portray
identity as "an autonomous, bounded, independent entity created by the in-
dividual" (Oyserman, Gant, & Ager, 1995, p. 1217). According to Oyserman
and her colleagues, this view of identity formation ("Who am 1?) virtually ig-
nores the social context in which identities are constructed. These investigators
maintain that identities are negotiated within the framework of one's personal
relationships and interpersonal encounters. In effect, we define ourselves partly
in relation to others and partly in the context of the wider society and culture.
The next two sections elaborate this point.

BALANCING IDENTITY AND RELATIONSHIPS

Erikson (1968) did not ignore the role that parents and peers play in adolescent
identity formation, but he certainly did not emphasize social context to the
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extent that current theorists do. Carol Gilligan (1982,1988), Ruthellen Jossel son
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(1994), Sally Archer (1992), and others maintain that Erikson's model of per-
sonal identity, stressing separation and individuation, lends itself more to males
than to females. Indeed, aimost all of the original research on which the identity
model is based involved white male university students.

The traditional model's premise is that adol escents must individuate (see
themselves as unique and separate but not alienated from others) in order to
establish their identity and gain the maturity they need to take on adult roles
and relationships (Mazor, Shamir, & Ben-Moshe, 1990; McCurdy & Scherman,
1996). As previously discussed, Erikson viewed adolescent identity mainly in
terms of individuation, vocational aspirations, and ideological commitments.
Feminist theorists do not entirely disagree. "Adolescents, to be sure, do un-
dergo a separation-individuation process on the road to identity. But at the
same time, they are not becoming 'lone selves needing no one, standing to face
the forces of life alone. Rather, they are editing and modifying, enriching and
extending their connections to others, becoming more fully themselvesin re-
lation. ... [W]omen's sense of self is organized around the ability to make and
maintain relationships’ (Josselson, 1994, p. 83).

Archer (1992) maintains that Erikson's view of identity achievement during
adolescence is overly narrow and negative-"rugged individualism, isolation,
separateness, a turning away from community, selfishness, maleness' (p. 27).
She invokes a common feminist criticism of Erikson'swork: "that it portrays a
primarily Eurocentric male model of normality” (p. 29).

Allowing that the traditional model is helpful in understanding male iden-

tity formation, Gilligan (1982), Jossel son (1987,1988,1994), and others question
its relevance to female identity development. For male and femal e adol escents,
they claim, identity achievement requires an interplay between separateness
and connectedness, that is, meeting one's own needs while satisfying those of
the people we care about (Gilligan & Wiggins, 1987; Grotevant, 1992; Méellor,
1989; Perosa, Perosa, & Tarn, 1996). An example of thisis the way working
parents try to balance their careers and family life with their personal needs.
Gilligan hypothesizes that individuation and separation are especially con-
flictual for girls because girls are more invested than boys in their relationship
with their mothers. How do you separate from your mother while remaining
emotionally in touch with her? Similar issues arise in girls' relationships with
their age-mates, especially boyfriends. Many young girls learn to suppress their
beliefs and opinions. Instead of individuating, they seek identity through their
relationships, reflected in the tradition of married women taking on their hus-
band's last names.

Archer (1992) maintains that identity theorists have created a false dichot-
omy-the belief that male identity is based on individualism and separateness
and that female identity is based on connecting and caring. (A slightly different
version of this dichotomy is that male adolescents are busy achieving an iden-
tity, while females are preoccupied with relationships and intimacy.)

For adolescents of both genders, establishing a stable identity usually pre-
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cedes or accompanies exploration of intimate relationships (Dyk & Adams,
1990). Adolescents are addressing both tasks (identity and intimacy) simult
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Adolescent girls face the
daunting task of separating
from their mothers while re-
maining emotionally closeto
them.

neously but perhaps with somewhat different priorities (Archer, 1992). This
formulation aso sheds light on the observation that sons and daughters seek,
or at least tolerate, more closeness with parents as they approach adulthood
(Weinmann & Newcombe, 1990). Gradually, they renegotiate their psycholog-
ical and physical tiesto their families while remaining emotionally connected
to them. This, in turn, enables them to have relationships with parents that are
equitable and satisfying (Crespi & Sabatelli, 1993, 1997). Thought Question:
How does being in aromantic peer relationship help adol escents balance in-
dividuality with connectedness?

OTHER CONTEXTUAL INFLUENCES
ON IDENTITY DEVELOPMENT

Given the importance of the interactional-contextual model in understanding
development (discussed in Chapter 2), it is surprising that relatively little re-
search attention has been paid to social and other contextual factorsin adoles-
cent identity development (Phinney & Goossens, 1996). Cultural differencesin
identity formation also remain largely unexplored (Goossens & Phinney, 1996).
Erikson (1968) acknowledged the mutual influence between individuals and
their social context in identity formation. In thisvein, Baumeister and Muraven
(1996) note that society plays"an important causal role in creating and shaping
identity. Then again, it isalso clear that identities are not merely created by
society and foisted willy-nilly on helpless, haplessindividuals. People clearly
do exert considerable choice and influence on their identities' (p. 405).
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Baumeister and Muraven (1996) portray identity as an adaptation to one's
social and cultural context. Individuals choose and modify their identities on
the basis of what will enable them to function best in their particular social
world. Adolescent identity formation thus can be understood only in the con-
text of (1) historical changesin the roles that adolescents play in society (dis-
cussed in Chapter 1); (2) changesin cultural values and beliefs, for example,
how the absence of strong valuesin modern life has led to the elevation of self-
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interest as amajor value orientation; and (3) personal issues in relationships,
for example, the conflict between separation from one's family and remaining
emotionally connected to them (Baumeister & Muraven, 1996; Goossens &
Phinney, 1996).

Investigators have begun to identify the processes that link identity for-
mation to its sociocultural setting (Goossens & Phinney, 1996). Shorter-Gooden
and Washington (1996), for example, discuss the challenges facing African-
American femal e adolescents growing up in the United States, especially
integrating their ethnicity with their femaleness. The investigators maintain
that African-American women struggle to develop a healthy identity in a so-
ciety that devalues both blacks and women. African-American female adoles-
cents "are often ignored or invisible; both their strengths and their problems
receive little attention™ (p. 466).

Shorter-Gooden and Washington, using a semistructured interview, ques-
tioned female African-American community college students about various
identity domains, including race, gender, sexual orientation, relationships, be-
liefs, and career. Racial identification was the most salient domain as a source
of identity. Facing sexism and racism contributed to these women's devel op-
ment of personal strength and was a key factor in their self-definition and
survival (Goossens & Phinney, 1996). (We will return to the topic of ethnic
identity later in this chapter.)

SELF-CONCEPT AND TYPES OF SELVES:
WHICH ONE IS THE REAL ME?

Erikson (1968) claimed that self-concept and self-esteem exist before personal
identity forms and eventually become part of it. According to James Marcia
(1994), the self isthe "deepest” structure in personality, deeper than identity.
"A solid sense of self isanecessary, but not sufficient, condition for an identity"
(p. 72). Gecas and Burke (1995) equate self with self-awareness. Clearly, con-
cepts such as identity and self need to be "more sharply defined and theoreti-
cally better situated" (Graafsma, 19944, p. 24).

Presumably, our sense of feeling separate from others and being in rela-
tionship with others arises very early in life and eventually merges with our
identity-our sense of having continuity over time. The functions of self include
lending meaning and organization to one's experiences and motivating action
by providing standards, incentives, strategies, and scripts for behavior (Oys-
erman et a., 1995). In contrast to the concept of identity (the sense of who | am
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over time), the concept of self often is used synonymously with the concept of

personality, which includes al observable personal traits and behaviors that
distinguish one from others (Grotevant et al., 1994).
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The simplest way of assessing someone's self-concept isto ask "Who are
you?' or to say "Tell me about yourself" and then classify the response using
a content coding system (Damon & Hart, 1988). Ruthellen Jossel son (1994) be-
gan her interviews with the question "If there was someone who you wanted
to really know you, what sorts of things would you tell them about yourself?"
(p. 81). Lydia's response to such a question began this chapter. Based on her
response, we would try to make predictions about her behavior and person-
ality. Although theorists originally thought of self-concept as a single entity, it
iIsmore helpful to view a self-concept such as Lydia's as multidimensional
(Marsh, 1989).

Children usually have afirm sense of who they are, partly based on the
feedback they receive from their parents and other caregivers. In other words,
children see themselves mainly through adults eyes. Self-concept begins to
transform during the early adolescent years as abstract reasoning skillsand a
desire for autonomy begin to emerge. " Adolescents begin to see through their
idealized images of their parents, upon whom their own identity has been
anchored, and perceive them more accurately and critically" (Larson, 1995,
p. 537).

Psychologists consider a self-concept to be healthy if it isredlistic, self-
generated, and integrated across the many roles that most adults take on
(Harter, 1990a). An analogy for a healthy self-concept would be an ouitfit or
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uniform that is specifically designed for the wearer rather than one taken off
the bargain rack. Compared to adolescents of previous centuries, who had rel-
atively few "uniforms’ to try on, it is more difficult for modern adolescents to
create an identity that is agood fit (realistic and comfortable) (Baumeister &
Tice, 1986). Because it is hard for us to know whether our self-conceptions
areredistic ("Am | being agood friend?'), we depend on feedback from
others to make adjustments as necessary. In this way, we attempt to create
adult selves that are realistic and comfortable (Curry, Trew, Turner, & Hunter,
1994).

Because adol escents report varied, opposing, and even contradictory attri-
butes in themselves, some theorists have found it useful to distinguish among
avariety of different selves: the true (or private) self, the ideal (or desired) self,
the possible (or future) self, the false (or presented) self, and the public self
(Harter, Marold, Whitesell, & Cobbs, 1996; Hooker, Fiese, Jenkins, Morfei, &
Schwagler, 1996; Oyserman et a., 1995). We can aso speak of different role-
related selves-for example, a sexual self, a social self, an academic self, and a
family self (Shavelson, Hubner, & Stanton 1976; Van Boxtel & Monks, 1992).
Such constructs are semantic creations invoked by theorists to explain inter-
personal and prosocial behavior (Hart & Fegley, 1995).

Our true (private, actual) self, equivalent to the self-concept, iswho we
believe we are "deep down inside" (reread Lydia's self-statement at the begin-
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ning of this chapter). Adolescents describe their true selves as "the real me
inside," "my true feelings,” and "what | really think and feel" (Harter et al.,
1996). Aswe do not often reveal this part of our self to others, it is sometimes
called the private self.

The false self iswho we want people to think we are, perhaps to impress

or please them, as on a college interview or first date. Adolescents report that
sometimes they feel pressured to act in ways that do not reflect their true selves.
In her self-statement, Lydia claimsthat "if you're too studious you won't be
popular.” Many young people report being afraid to reveal their actual selves
to others, especially peers, anticipating rejection or ridicule (Harter & Lee, 1989).
Such feelings may engender displays of "phony" behavior or "putting on an
act" (Harter et al., 1996; Wren, 1997). Harter and her colleagues observed that
alow level of socia support drives some adolescents to engage in false self
behavior in an attempt to please parents and peers. False behavior is maladap-
tive when it is practiced excessively or when it is motivated by fear of disap-
proval or rejection. Thought Question: Is phony behavior ever adaptive?
Theideal (or desired) self iswho we would like to be. Lydia declares, "I'd

like to be friendly and tolerant all of the time. That's the kind of person | want
to be, and I'm disappointed when I'm not." Theidea self usually includes
qualities we observe in people we admire. Adolescents sometimes draw on
prepackaged mediaimages when fantasizing about a private sense of self (Lar-
son, 1995).

The public self refersto how others actually see us, although we should

not necessarily expect a consensus among those who know us well. The way
we present ourselves to others presumably reflects how we want to be evalu-
ated (see Spotlight - Adolescent Dress and the Public Self).
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OF THE

SPOTLIGHT - Adolescent Dress and the Public Self

There's nothing extraordinary about me. | have six earrings. That's the only
thing that makes me not normal from everyone else. Besides that, | fit in with
everyone else.

(17-year-old male)

Do their clothing styles affect how young people perceive each other? Inves-
tigators interviewed 11 high school students in the students homes about
their personal dressing style and that of their schoolmates (Eicher, Baizer-
man, & Michelman, 1991). Students responded to questions such as"Do
you dress to emphasi ze something about yourself?* and "Do you dress to
hide something about yourself?' Students also answered questions about
their perceptions of other students' dressing styles and body markings, for
example, "In your school, how do the most popular kids dress?’
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The investigators visited school lunchrooms, classrooms, and hallways
and studied picturesin the school yearbook. The most common style of
dress was casual unisex clothing: loose tops and jeans or pants. Boys and
girls were distinguished more by hairdos than by what they wore. The ma-
jority of students did not display unusual or extreme clothing styles.
Despite the small sample size (11 students), the students' perceptions of
their schoolmates' dressing styles shed light on their own understanding of
personal identity. Although the high school studentsidentified a variety of

What does style of dress reveal about an adolescent's self concept?
188

social types, including jocks, freaks, preppies, nerds, and punks, they did
not necessarily agree on the criteriafor membership in each group. Descrip-
tions of male and female jocks ("jockettes') referred to athletic clothing and
inexpensive, casual dressitems. So-called nerds wear out-of-style clothing,
including unfashionable sweaters and hand-me-downs, and have unkempt
hair. Punks and freaks prefer black |leather jackets, jeans with holes, and
strange makeup and have different-colored dyed hair. Both groups wear
their hair long, although they differ in how they color and shape their hair.
Preppies wear well-ironed, "expensive, nice clothes' and prefer name
brands.

In their interviews, the students used the above social categoriesto help
identify the average or "mainstream" adolescent. Extreme forms of dress
("punk" and "freak™) provided dramatic contrast to more conventional
fashions. Some students expressed a desire to try the less conforming cloth-
ing and hair styles. The investigators concluded that the extreme social
types provide a valuable reference point for "average" adolescents who are
busy formulating their public selves. Thought Question: Are there other
ways of interpreting the style of adolescent dress than as aform of creative
expression?

The representation of a possible self, for example, as parent or worker,

hel ps adol escents organize and make sense of their past and present experi-
ences. Reflecting advances in cognitive development, including an improved
ability to view themselves along multiple dimensions, the possible (or future)
self motivates teenagers to stay focused on specific career and personal goals
and persevere in pursuing them (Cross & Markus, 1991; Curry et al, 1994). "As
possible selves are elaborated and become more explicit, the actions and strat-
egies necessary to achieve these identities are anticipated and simulated in
preparation for actual performance” (Call, 1996, p. 65).

The possible self refers to who we think we could be. This includes both
theideal self (who we would like to be) and the dreaded self (who we are afraid
of becoming-in Lydia's case, someone who is unpopular). Adolescents have
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little difficulty envisioning possible selves (Crystal, Kato, Olson, & Watanabe,
1995; Harter & Lee, 1989; Markus & Nurius, 1986; Secord & Peevers, 1974)
(Table 6-4).

Table 6-4 Types of Selves

True self (same as self-concept)-Who we think we really are

False self-Who we want people to think we are

|deal self-Who we would like to become

Possible self-Who we could become

Dreaded self-Who we are afraid of becoming

Public self-How others see us
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"Pos